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Abstract 
English as a Medium of Instruction (EMI) is expanding rapidly in the world. A 
growing volume of research has been dedicated to investigating its implementation, 
with findings that depict a complex picture and suggest that the practicality and 
effectiveness of EMI are still the subject of debate. However, considerably less 
attention has been given to understanding EMI in a context where its 
implementation has been discussed but not yet put into practice. One such context 
is Algeria, where talks about a possible implementation of EMI have been going on 
for some time. This study aims to examine the current discourses and attitudes 
towards the potential implementation of EMI and the language practices in 
scientific courses in three Algerian universities. The research was conducted in 
three different universities with the aim of including both ‘centre’ and ‘periphery’ 
Algerian universities: The University of Annaba, the University of Batna and the 
University of Oum El Bouaghi. The findings showed that students and teachers were 
found in favour of the implementation of English instead of French as a medium of 
instruction, as the former was seen as having internationalisation and instrumental 
benefits, while the latter was too closely linked to the colonial history of the 
country. The favourable attitudes towards EMI, however, seem to contrast with the 
daily classroom reality, where students and teachers make practical choices of using 
their language repertoire based on the availability of materials, their linguistic 
background and skills. Classrooms in the three Algerian universities featured fluid 
and translanguaging practices that cannot be reduced to a monolingual EMI policy.   
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This study also introduces a new model describing EMI in the world, which I call 
‘The Spectrum Model.’ Inspired by Braj Kachru’s (1985) Three Circles of English, the 
Spectrum Model contributes to the understanding of the presence of EMI in the 
world by combining both the perspective of World Englishes and contextual 
variables such as colonial history, linguistic makeup and developmental stage of the 
various countries. 
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Chapter 1 Introduction 
 
1.1 Background and Rationale  
1.1.1 EMI in the global context  
English as a medium of instruction (EMI) is proliferating in many higher 
education (HE) institutions in non-English speaking countries. According to Macaro 
(2018, p. 291), the expansion of EMI stems from a) the competition between private 
and public schools, b) the belief that EMI can enhance English skills, and c) “the 
internationalisation of HE.” Nevertheless, the implementation of EMI is not without 
its problems and its supposed benefits are far from being supported by research 
findings (Dearden, 2015; Kirkpatrick, 2014; Macaro et al., 2018). 
Existing research (see section 2.4) tends to focus on settings where EMI has 
already been introduced, aiming predominantly to find out the extent to which it is 
effective and produces educational benefits. This study, on the contrary, 
investigates the potential introduction of EMI in a context – Algeria – where there is 
already another medium of instruction that is also a colonial legacy. Bringing the 
case study of Algeria into the discussion around EMI thus allows us to revisit and 
refine some of the dominant ways in which EMI has been conceptualised.  
In addition, current literature on EMI tends to examine only one aspect of EMI, 
be it policy, practices or attitudes, using either quantitative or qualitative 
methodology. While investigating the different attributes of EMI independently 
might be useful for providing in-depth investigation, one aspect cannot provide a 
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full picture of EMI in a particular context. Therefore, this study opted to contribute 
to EMI research by investigating the discourses and attitudes towards the 
implementation of EMI, as well as actual language practices in scientific courses in 
Algerian universities, with the aim of providing a more holistic picture. 
Another important angle to consider in the existing EMI research is the 
overemphasis on major universities as representatives of the studied context (see 
section 2.4.1). However, different regions have different sociolinguistic profiles, and 
these are likely to have an impact on language attitudes and practices. Therefore, 
this study contributes to EMI research by including different universities in Algeria, 
specifically the University of Annaba (centre and Arabophone), the University of 
Batna (centre and Amazighophone), and the University of Oum El Bouaghi 
(periphery and Amazighophone).  
This research, therefore, provides new insights into exploring the expansion of 
EMI in the postcolonial context of Algeria where English is a foreign language with 
French being the former colonial language and current de facto MOI.  
1.1.2 The growing interest in EMI in Algeria  
In Algeria, EMI is not yet implemented, but it is often debated and there is 
ongoing interest in its possible introduction in the Algerian context, particularly in 
scientific courses in universities, where the MOI is French, the former colonial 
language. Arabic is the official MOI in primary and secondary education, where it 
was gradually implemented to replace French during the 1960s, and subsequently 
also in humanities courses in HE from 1970. The interest in EMI and English, in 
particular, is not new in the Algerian context. In the 1990s, there was a major shift 
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in Algerian language policy to introduce English as the first foreign language in 
primary schools “to compete” with French over this status (Benrabah, 2005, 2014, 
p. 425). The discussion about English in Algeria is, moreover, highly politicised. 
In an interview with Al Jazeera in 2015, Ali Ben Mohamed, who had been the 
Minister for Higher Education in 1990, argued that the introduction of English as the 
first foreign language in primary schools was well-planned and well-received 
because the Ministry had prepared 2000 teachers and recruited several educational 
inspectors from the UK. He argued that students who chose English instead of 
French as the preferred first foreign language in primary schools were the majority 
and more than expected. Yet the introduction of English in primary schools, he 
argued, was halted and overthrown by Francophones who engineered his 
resignation through leaking the questions of the baccalaureate exams in 1992 
(Mansour, 2015: 37.00–39.00).   
Benrabah (2014), however, argued that the introduction of English had not been 
well received amongst Algerians, who resisted in particular its mandatory nature. 
Miliani (2000) noted that the number of students who chose to study in classes 
where English was taught as the first foreign language in primary schools from 1995 
to 1998 was very low. The decision to introduce English was seen as a political one, 
because of the influence of Arabophones who used English “to diminish the spheres 
of influence of the Francophone elites” (Miliani, 2000, p. 22).  
Despite the controversial and ultimately brief experience of introducing English 
as the first foreign language in Algerian primary schools in the 1990s, attempts to 
improve the status of English in Algeria since then have not stopped. During the 
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2000s, the growth of English in Algeria was linked to “top-down government 
policies in education and dynamics in the oil and gas industry” as well as the 
internet as “a bottom-up platform” (Belmihoub, 2018, p. 7). The Algerian 
government introduced English as a second foreign language in middle schools, with 
French being the first foreign language from primary schools based on a 1976 
decree, which came into effect in 1980 (Abid-Houcine, 2007). Nevertheless, French 
was given more importance in Algerian education, which in turn slowed down the 
expansion of English in the country (Benrabah, 2014, p. 52). 
The importance of and demands for English in Algerian education were also 
growing among students. In a 2014 publication, Benrabah (2014, p. 53) observed 
that there was a growing number of students enrolled in English departments, 
exceeding the number of students enrolled in French departments in Algerian 
universities. Belmihoub (2018) found that teaching English was commonly favoured 
among students, who considered English “a vehicle of economic opportunity and 
knowledge acquisition” (p. 165). Similarly, Bouhmama and Dendane (2018) found 
that university students hoped English would replace French in scientific courses. 
At the international level, British institutions were active in boosting the status of 
English in Algeria (Belmihoub, 2018). As part of the British-Algerian cooperation, 
there was a UK-Algerian agreement in 2014 to train 500 PhD Algerian students from 
Algerian university English departments in UK universities (British Council Algeria, 
nd). More recently, in 2020, the Algerian government has signed another 
agreement with the University of Limerick (UL) in Ireland to train another 400 PhD 
Algerian students. According to the Irish Times, this initiative was carried out “by 
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the Algerian government to move from French to English as the official language of 
teaching and learning in third level” (O'Brien, 2020, para. 2). 
I was among the students who were selected for the first scholarship in 2014 to 
pursue their doctoral study. The scholarship was not the norm in Algerian 
universities because most scholarships are usually directed to French or 
international scientific departments, while English language students rarely get such 
opportunities. This sudden shift and attention to English language students, which 
even reached the peripheral regions of Algeria, was the point of departure for my 
interest in studying EMI in Algeria. Even when I was doing my undergraduate and 
postgraduate English course between 2009 and 2014, I noticed that studying English 
was often a source of interest or debate for others. At that time, the idea of using of 
English as a medium of instruction instead of French in scientific courses was 
growing noticeably in Algeria.  
My interest in exploring EMI in Algeria further grew when I reviewed the 
literature documenting the ongoing bottom-up interest in English in Algeria as well 
the lack of research on EMI in this region. While undertaking this research, there 
has been an increasing amount of news and information in Algeria on the debates 
surrounding using English rather than French as a medium of instruction. At the 
beginning of this research in 2016, these debates lit up social media platforms 
(Facebook and Twitter). Algerians used the hashtag # التقدم_رمز_يستل_الفرنسيه ‎
(French is not a symbol of development) in social media, which was covered by 
different international and local news, such as the CNN Arabic, Al Jazeera and 
Echorouk news (an Algerian private newspaper). This social media movement 
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explicitly opposed French in Algeria, called to protect Arabic and Amazigh and 
argued in favour of English instead of French as a first foreign language in primary 
schools or MOI in scientific courses in universities.  
The interests in and debates on EMI, in particular, became even more visible 
with the 2019 ministerial decisions made by the minister of Higher Education and 
Scientific Research, which aimed to enhance the status of English in Algeria. The 
Algerian minister Tayeb Bouzid, in post from April 2019 to 4 January 2020, used his 
official Facebook page and the Ministry website as platforms to share all these 
ministerial decisions, including the call for a national poll and survey in which 
Algerians were asked to express their views about English and EMI. These decisions 
and surveys and their results are summarised in Table 1.1.  
Table 1.1 The Chronology of Ministerial Decisions and Measures relating to English 
in Algeria in 2019   
Date  Ministerial actions   Appendix  
5 July to 5 
August 
2019 
 Online national poll asked Algerians for their views 
about the status of English in Algeria.  
 More than 90% of Algerians were reported by the 
ministry to agree with proceeding to enhance the 
status of English in Algerian universities.  
1 
2 
21 July 
2019  
 Ministerial order to all Algerian universities to use 
both English and Arabic in the headings of official 
papers.   
3 
1 August 
2019 
 A national forum took place to discuss the status of 
English in Algerian universities.   
4 
18 August 
2019 
 As a result of the national forum, universities were 
asked to send six experts in linguistics and English 
language to propose a blueprint for action to enhance 
the status of English in Algerian universities.   
4 
18 October 
2019  
 A survey was posted online by the minister using 
Google Forms, which asked for more suggestions and 
opinions regarding ways of improving the status of 
English.  
5 
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7 
November 
2019  
 Publication of the results of the October survey and 
the names of the committee appointed to provide the 
blueprint for action for improving the status of English 
in Algerian Universities. 
6 
17 
December 
2019  
 Publication of the final report, which included plans to 
start enhancing English in Algerian universities 
through different short, medium and long-term 
measures aiming to provide English to all students at 
all levels in Algerian universities.   
7 
 
As shown above, there were in less than one year a number of different 
decisions, actions and online surveys focusing on public attitudes, including the 
attitudes of academics at universities. The survey and poll were open to anyone and 
could be done more than once, which means that there was a risk of duplication 
and this damage to the reliability of findings. The total number of responses in the 
first online poll was 94,741 (Appendix 2), for a total population of Algeria of 
42,972,878 (World Factbook, 2020). The implementation of crucial language policies 
might require longer and more rigorous investigation of the Algerian educational 
and linguistic contexts.  
The daily Algerian newspaper Echorouk questioned the timing of such decisions 
since they coincided with the beginning of street protests against the then-
president Abdelaziz Bouteflika and his ruling party (Slimani, 2019). These ministerial 
initiatives were criticised for creating ideological divisions among the different 
language speakers in Algeria (Bensouiah, 2019). However, in an interview with the 
Algerian daily newspaper El Hiwar, the Minister Bouzid reassured readers that the 
aim of using English in teaching and publications in Algerian universities was for 
reasons of internationalisation and not for creating any linguistic conflict or 
excluding other languages (i.e. French) (Hammiche, 2019). 
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While the debates on English and EMI continue in Algeria, there has been hardly 
any research on EMI in this context. Extensive research (e.g. Abu-Haidar, 2000; 
Daoudi, 2018; Grandguillaume, 2004; Mostari, 2003; Roux, 2017; Sharkey, 2012) has 
focused only on Arabisation as a policy, criticising its problematic nature or 
discussing its influence on French in Algeria or on the Algerian linguistic landscape. 
Language policy during the colonial period in Algeria has also received much 
attention (Maamri, 2009; Benrabah, 2007, 2013; McDougall 2006, as cited in 
Daoudi, 2018). 
Many studies (Benghalem, 2015; Hanafi, 2014; Negadi, 2015; Mami, 2013; Rezig, 
2011) have examined the discourses around teaching/learning EFL in Algeria, while 
others (Baala-Boudebia, 2012; Belmihoub, 2012, 2015, 2018; Ounis, 2012) 
highlighted the spread of English in Algeria. Further studies (Baghli, 2014; Ghomari, 
2015; Mebitil, 2013, 2014), which investigated English in scientific courses, focused 
only on English for specific purposes (ESP). Even studies that partially included the 
MOI and French/English debates (Benrabah, 2007; Belmihoub, 2018; Bouhmama & 
Dendane, 2018) were mostly examining the attitudes in general. This study, 
therefore, aims to contribute to our understanding of the expansion of EMI in 
postcolonial contexts, such as Algeria, where “the language question… is far from a 
straightforward case and its complexity and multiplicity make it an original case to 
study” (Daoudi, 2018, p. 460).  
In the EMI literature, there is often a focus on evaluating whether or not it has 
been a success in raising educational attainment. This discussion has tended to 
ignore two key questions. Firstly, it often does not account for how EMI fits into the 
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broader socio-linguistic context, and the ways in which discussion about EMI can be 
a location for proxy debates about a range of issues relating to language and 
identity which go well beyond ideological and pedagogical arguments about 
introducing EMI. Secondly, the current discussion often makes assumptions about 
previous MOIs – assuming they were in fact practised in the classroom – before the 
introduction of English. Focusing on a country in which EMI is much discussed, but 
not yet officially implemented, allows us both to foreground broader debates and 
to challenge assumptions about the classroom contexts into which EMI will arrive.   
1.2 Research Questions and Objectives  
This study examines the potential implementation of EMI in Algerian universities 
through an exploration of the current discourses and actual language practices. The 
following questions and objectives were formulated in order to inform this study: 
1. What are the current discourses and attitudes of students and teachers 
towards EMI and current MOIs in the scientific departments in Algerian 
universities? 
 To explore Algerian students’ and teachers’ understanding of the current 
MOI in scientific courses in Algerian universities and compare this with the 
actual policy of MOI in Algeria.  
 To investigate the attitudes of students and teachers towards the 
implementation of EMI in scientific courses in Algerian universities as well as 
their attitudes towards other MOIs in Algeria. 
 To examine the relationship between variables (e.g. gender, age, university) 
and attitudes towards EMI and other MOIs in Algeria. 
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2. What are the actual language practices in Algerian classrooms and 
universities?  
 To document the languages used by students or teachers, the purposes to 
which these languages are put and the factors influencing their use of 
languages.  
 To assess the assumption of the potential effectiveness of implementing EMI 
through the examination of the use of French in the presumed Francophone 
classrooms and the role of English in these classrooms and universities.  
1.3 Context of the Study  
1.3.1 Introduction to Algeria  
Algeria, as shown in the maps below, is the largest country in Africa spanning 
across 2,381,740 sq km (World Factbook, 2020). Arabic is the official and national 
language in Algeria. Amazigh was given the status of both national (2002) and 
official (2016) language after long-lasting uprisings, protests and demands from the 
Amazigh population, particularly the population of the region of Kabylie (Aitsiselmi, 
2012; Daoudi, 2018). The main languages in Algeria discussed in this thesis are 
Arabic, Amazigh, French and English.  
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Figure 1.1 Map of Algeria showing its position in Africa (World Factbook, 2020).  
 
There are Amazigh speakers across North Africa. Amazigh speakers in Algeria 
represent around 30% of the total population, though most Algerians have Amazigh 
origins (World Factbook, 2020). There are different terms in the literature used 
interchangeably to refer to the Amazigh language (Tamazight), culture (Amazigh) or 
the people themselves (lmazighen). These replace the term “Berber” which has 
colonial connotations and harks back to a colonial period of divide-and-rule when 
the French privileged those it labelled ‘Berbers’ over those it labelled ‘Arabs’: “the 
terms Amazigh and lmazighen rehabilitate the Berbers and their language” 
(Benrabah, 2005, p. 386). In the Moroccan context, Twohig (2017) argues that the 
term Tamazight represents only one group of Moroccan Amazigh, who exists 
alongside another two groups: Tarifit and Tachelhit. According to Twohig (2017), 
using the term Tamazight, instead of Amazigh, excludes other groups and varieties. 
I, therefore, use the term Amazigh throughout this thesis to refer to all Amazigh 
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language varieties in Algeria: the Kabyle, the Chaouia, the Mozabite and the Tuareg 
(World Factbook, 2020).  
The map below from Leclerc (2019) shows the areas where each of these 
languages is spoken. Kabyle is spoken by the largest-groups of Amazigh in the 
Kabilya region, while the second-largest Amazigh group in the east of Algeria speaks 
Chaouia. The Tuareg language is spoken around the south of Algeria, while the 
Mozabite language is mostly found in Ghardaia province, as shown in the map 
under the name of Berbère Saharien (Saharan Berber). The number of speakers of 
other Amazigh varieties in Algeria is considered very low (Benrabah, 2005; Chaker, 
2003).    
 
Figure 1.2 Arabic and Amazigh languages in Algeria (Leclerc, 2019). 
 
Arabic is spoken by around 98% of Algerians (Ramaswami, Sarraf, & Haydon, 
2012). However, Arabic in Algeria varies and can be divided into three languages: 
Classical Arabic (CA), Modern Standard Arabic (MSA) and Algerian Arabic (AA) or 
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Darija1. Before the French invasion, from 1830 onwards, CA was the language of 
literature, poetry, books and religion. Exposure to this language happened only in 
schools (mosques or madrasa at that time). MSA was the language introduced in 
education and formal official settings after independence, which was not a 
straightforward process as discussed later in this section (Dahou, 2016, pp. 34–35). 
MSA is the official language and widely used in today’s Algeria (as in other Arab 
countries) for educational, formal and official purposes (Chemami, 2011; Mokhtar, 
2018). According to Mokhtar (2018, p. 135), the main difference between MSA and 
CA is lexical. The former is a modernisation of the latter through the addition of 
new modern borrowed words from “western languages”, such as computer 
[kæmpju:tar] and mechanism [mikænizm]. Therefore, both MSA and CA are viewed 
as one language and often labelled as Arabic or Al-Fusha.  
As Mokhtar (2018) argues, what is often used for formal and official purposes 
today in Algeria is MSA. However, MSA is not considered the mother tongue of 
many Algerians who first acquire the third type of Arabic: Algerian Arabic. AA or 
Darija is rooted in CA and MSA and influenced by a variety of French and Amazigh 
words (Azzouz & Khayen, 2014). AA or Darija is a simplified version of MSA and 
characterised by constant changes since it is not codified or written. In Algeria, it is 
used for informal purposes and day-to-day communications (Mokhtar, 2018) 
French has the status of a second language in Algeria and it is currently taught as 
the first foreign language from the second grade in primary schools. It is also used 
                                                     
1 The term Modern Standard Arabic (MSA) refers to the modern Arabic used in Algeria for formal 
and official purposes. Algerian Arabic and Darija are used in this thesis to mean the Arabic used by 
Algerians for everyday communication, which encompasses MSA but is also influenced by other 
languages such as French and Amazigh. 
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widely in private schools in Algeria (Djebbari, 2016; Chemami, 2011). It is commonly 
used among the elites and educated or middle- and upper-class Algerians (Azzouz & 
Khayen, 2014).  
There is a generational dimension to who uses French, which often, but not 
always, correlates with the way it is used or not across different social classes. The 
use of French is more common amongst the older Francophone generation, who 
received their primary education before the early 1970s, when French was still 
widely used as the MOI in primary schools. It is less common amongst younger 
generations who have experienced an entirely Arabised education at primary and 
secondary level. There is also a regional dimension, with French more common in 
central regions and in Kabylia, and less common in peripheral (i.e. outside of urban 
centres) and other Amazighphone (i.e. beyond Kabylia) regions (Medfouni, 2020). 
English is taught as a second foreign language for seven years from the first year 
of middle school (grade 8) until the last year in high school (Benrabah, 2005). In 
scientific courses in HE, English is taught as an additional module often entitled ESP, 
as shown in section 1.3.5. According to a Euromonitor International report (2012), 
the percentage of Algerians who can speak English at an intermediate level is 7%, 
which is lower than other North African countries, such as Morocco (12%) and 
Tunisia (10-15%) (Ramaswami, Sarraf, & Haydon, 2012).  
1.3.2 The education system in Algeria  
As Grandguillaume (2004, p. 3) underlines, the Algerian education system has 
undergone several changes and reforms. From 1962 to 1976, the education system 
was very much shaped by the inherited French colonial system. This education 
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system was divided into three main phases. Primary education lasted for six years 
and intermediate education lasted for four years ending with a final exam called the 
BEM “Brevet d’Enseignement Moyen”. Secondary education required three years 
and ended with a final baccalaureate exam. After reforms implemented in 1978, a 
new educational system was adopted in which primary and intermediate education 
became compulsory basic education, composed of nine years of studies ending with 
a final exam “Brevet d’Enseignement Moyen.” 
Basic education was followed by three-year long compulsory secondary 
education ending with a final exam, the baccalaureate. In 2004, the system was re-
structured again, returning to the former categories of “primary education (lasting 
six, or possibly five years), intermediate education (four years) and secondary 
education (three years)” (Grandguillaume, 2004, p. 4). Primary, middle and 
secondary levels of education are regulated by the Ministry of National Education 
(Grandguillaume, 2004, p. 4). The HE system in Algeria is also highly centralised and 
HE institutions are regulated by the state and the Ministry of Higher Education and 
Scientific Research (MESRS) that issue all laws, reforms and decisions (Souleh, 
2017).  
In a report published by the MESRS in 2012, the Algerian HE system is presented 
as having developed through different stages from independence in 1962 until 
2012. After independence in 1962, there was only one university in the capital 
Algiers, which was inherited from French colonial rule. Higher Education originally 
came under the remit of the broader Ministry for Education. The MESRS was 
established in 1970. During the period 1970–1980, the three universities in Algiers, 
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Constantine and Oran were first to open, followed by the University of Annaba and 
some university centres in Tizi Ouzou, Bilda, Setif, Tlemcen, Sidi Bel Abbès, 
Mostaganem and Tiaret (MESRS, 2002).  
During the period 1980–1998, more universities were established across the 
Algerian territory in which different subject courses were added and to which more 
students were recruited. From 1999–2012, universities and university centres 
started growing. Laws focused on improving Algerian HE and scientific research. By 
2012, there were around 92 HE institutions. By 2012, there had been an exponential 
growth in the number of students, which had increased from 1317 in 1962 to 
1,300,000 in 2012. The percentage of female students in Algerian universities has 
also risen significantly, from 23% in 1972 to 59% in 2011 (MESRS, 2012). According 
to the MESRS (2020), the number of its institutions in 2019 had increased to 106, of 
which 50 were universities across the wilayat (provinces) of Algeria. The other 
institutions consist of university centres, selective elite training institutions (grandes 
écoles) and teacher training colleges.  
In the academic year 2004–2005, Algeria adopted the LMD system (licence 
(degree)-master-doctorate) replacing the old classical system (MESRS, 2012), under 
the influence of the Bologna process2 and international European cooperation. The 
classical system had been used since independence and categorised HE into three 
phases: “four years bachelor, two years magister, four years doctorate.” The old 
system was seen to be outdated and ill-suited to the demands of today’s society. 
                                                     
2 The Bologna Process is an educational agreement between 47 countries, which was launched in 
1999 and signed by 29 European countries. It aimed at the creation of standardised cooperative and 
international educational schemes to facilitate student’s mobility, student centred approach and 
collaboration between universities (European Commission, EACEA, Eurydice, 2015). 
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The new system is structured into three stages: Licence or Bachelor, Master and 
three-years PhD (Napoli & Sourisseau, 2013; Sarnou, et al., 2012, p. 180). The LMD 
system sought to renovate HE in Algeria, enhancing education and improving 
employability rates (Sarnou, et al., 2012). The application of this new system in 
Algeria has been criticised for leading to polarisation. Graduate students of the old 
system are considered superior (in terms of employment, opportunities and 
academic rigour) to graduate students of the LMD system, who are seeking 
equivalent status. The LMD system is also seen as an imitation of European 
education without renovation that resulted in “perpetuating intellectual, cultural 
and economic dependency and subordination to a European vision for hegemony 
and development” (Metatla, 2016, para. 17).  
1.3.3 The language situation in Algeria: From Frenchisation to 
Arabisation  
Different phases in Algerian language policy and planning have had an impact on 
today’s language situation in Algeria. The first phase includes the French colonial 
period that lasted for 132 years, in which French was the dominant and imposed 
language in education (Benrabah, 2007, p. 225). The period of French colonialism in 
Algeria was “one of the most brutal colonial systems in Africa” (Sharkey, 2012, p. 
431). By 1848, Algeria was considered as an extension or three provinces of France 
with the aim of wiping away any Algerian features of language, culture and religion 
(Evans & Phillips, 2007; Sharkey, 2012). 
From 1830 onwards, Arabic and Quranic schools were shut down leading to a 
dramatic decline in Arabic literacy in the course of the nineteenth century (Sharkey, 
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2012). Based on the Decree of 8 March 1938, the Arabic language was recognised 
only as a foreign language (Benrabah, 2005). French was considered the language of 
administration and French was presented as the language of progress and 
civilisation (Aitsiselmi, 2012). Education was provided to French children only, while 
Algerian Muslims were excluded. A few Algerians (“10000 out of 3.5 million” in 
1890) were schooled separately from French children with the intention of 
preparing them for serving and respecting the French settlers (Evans, 2012, p. 42). 
These numbers did slowly grow, but still in 1954, 95% of Algerian women and 90% 
of Algerian men were illiterate. 
After independence in 1962, the Arabisation3 of Algerian education and all other 
sectors took place, yet French did not disappear from the Algeria scene, especially 
in HE (Abu-Haidar, 2000). Many policy-makers who implemented Arabisation were 
themselves Francophone and/or illiterate in Arabic. Arabisation was considered by 
Algeria’s political leaders at the time as the only means after independence to 
oppose the prolongation of French rule through language and culture and to 
reclaim a national Arabo-Islamic identity (Sharkey, 2012, p. 431), an identity that is 
defined as constructed and “artificial” (McDougall, 2011, p. 251). Arabisation was a 
long and ongoing process of implementing or freezing different policies throughout 
various presidencies and political orientations. According to Abu-Haidar (2000, p. 
151), around thirty “laws, decrees and injunctions” of Arabisation were announced 
from 1962 onwards.  
                                                     
3 Arabisation (t’arib) is a linguistic and cultural process of transforming the linguistic context of a 
country into an extensively Arabised landscape. In some countries, it aims to maintain Pan-Arabic 
unity while in others it aims to show liberation and independent identity, while promoting a political 
position (Sharkey, 2012). 
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Under the presidency of Ahmed Ben Bella (1962–1965), Arabisation was gradual 
and started with seven hours per week of use of Arabic as the MOI in schools from 
1962 onwards. The total Arabisation of the first year of primary schools began in 
1964 (Grandguillaume, 2004). This was hampered by practical constraints. 
According to Mostari (2003), Arabisation was not fully implemented directly after 
independence because the enrolment rate in schools was low and there was a lack 
of trained teachers, which led to the recruitment of teachers from Middle East 
countries such as Iraq, Egypt and Syria. Benrabah (2005) argued that this early form 
of Arabisation intended to transform Algerians linguistically rather than culturally. 
The more ideological phase of Arabisation would take place under Houari 
Boumediène.  
Under the presidency of Houari Boumediène (1965–1978), most grades in 
primary schools were totally Arabised, while some parts of intermediate and 
secondary levels of education were gradually Arabised. French was introduced as a 
first foreign language from the fourth year in primary schools (Grandguillaume, 
2004). The Arabisation of universities started in 1970 and was undertaken by the 
Algerian Minister of HE Mohammed Seddik Benyahia. Unlike the situation in 
primary and secondary education, the Arabisation of universities was implemented 
only in the humanities subjects. In scientific courses, French remained the MOI 
because it was considered more modern for teaching sciences (Mostari, 2003).  
After Boumediène’s death in 1978, Chadli Bendjedid (1979–1992) came to power 
with a strong will to pursue the Arabisation of the education system. In 1980, there 
was a “major strike by Arabophone students”. These students called for the total 
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dissemination of Arabisation in the whole of the Algerian education system to 
provide equal opportunities for all language speakers (McDougall, 2011, p. 261). A 
decree was announced in 1980 to entirely Arabise “the first year of social and 
political science, law and economics at university.” In the same period, scientific 
courses in basic and secondary education were Arabised (Grandguillaume, 2004, p. 
5). The first generation who had been through an entirely Arabised primary and 
secondary education system sat the baccalaureate in 1989 (MESRS, 2012). The 
entire Arabisation of Algerian universities and all other sectors was planned to take 
place in 1991 with the help of “1,500 Iraqi professors” (Grandguillaume, 2004, p. 6). 
The 1990s witnessed the political unrest of the black decade. In 1989, 
multipartyism or “political pluralism” was introduced leading to the emergence of 
approximately 60 political parties (Benkhaled & Vince 2017, p. 248). Among these 
parties, the Islamist party Islamic Salvation Front (FIS) emerged in 1989. “The FIS 
claimed to encapsulate the right of the Arabic-speaking majority to rebel against 
their pro-French minority rulers.” This had an impact on boosting Arabisation in 
education (Evans & Phillips, 2007, p. 150). According to the former Member of the 
Grand Council of the Arabic language Bashir Kashi (2001), the plan was to complete 
total Arabisation by the deadline of 5 July 1992 under the law 91–5 announced on 
16 January 1991 (see Appendix 8). Article 15 of this law declared that teaching, 
education, training at all levels, and in all courses shall be in Arabic. The choice of 5 
July as a deadline matches the date of Algerian independence on 5 July 1962, which 
underlines the ideological nature of this announcement and Arabisation policy at 
this stage. 
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In the local elections held on 12 June 1990, the FIS achieved success with 54 % of 
the votes, while the leading party National Liberation Front (FLN) had only 26% 
votes. The FIS party also won (188 of 231 seats) in the first round of national 
elections held on 26 December 1991. Yet, the second round of elections to be held 
on 16 January 1992 was cancelled by the Algerian army to stop the creation of a FIS 
government, and President Bendjedid was forced to resign on 1 January 1992 
(Evans & Phillips, 2007). Following the cancellation of the elections, a decade of civil 
violence broke out in Algeria, pitching armed Islamists against the Algerian army 
and state. Although this conflict is often presented as being along linguistic and 
cultural lines, language was actually just one aspect of this conflict and/or a place, 
or a proxy debate, to discuss political and ideological issues. The Arabisation law 
was frozen in 1992 under the short presidency of Mohamed Boudiaf who was in 
office from January to June 1992 (when he was assassinated) after the resignation 
of president Chadli Bendjedid (Benrabah, 2005). 
In 1993, English was added alongside French as an additional first foreign 
language in primary schools as a way of minimising the teaching of French, under 
pressure from the proponents of Arabisation (Benrabah, 2007). Benrabah (2007) 
argues that despite English being favoured at a policy level, there was a widespread 
preference for French among students. There also was an increase in private 
schools offering French education. For Benrabah (2007, p. 233), “the maintenance 
of French in Algeria could be interpreted as resistance to the hegemony of 
[A]rabisation.” Another reason for this trend of continuing to study French is the 
privilege, high status and position given in Algeria to French speakers.   
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When a new president Liamine Zéroual came to office (1994–1999), Arabisation 
law-making was again revived in 1996 (Benrabah, 2005). Arabisation in Algeria was 
planned to be finalised by 1998 in most sectors and by 2000 in the HE sector (Kashi, 
2001, p. 258). Yet the next period, starting from 2000, is considered to be one of a 
more flexible approach to Arabisation, under the influence of new global economic 
relationships (Mami, 2013). This was under the presidency of Abdelaziz Bouteflika 
(1999–2019).  
President Bouteflika demonstrated a pluralistic view of Algeria and tolerance for 
the use of French in Algerian education, whilst also rejecting neo-colonial 
relationships with France. He even violated the Arabisation law by using French in 
public speeches, which displeased the Arabophone elites and High Council for the 
Arabic Language (Benrabah, 2005). In practice, however, Bouteflika presided over 
competing forces, leading to contradictory announcements, events and policies. For 
instance, he was the first Algerian president since 1962 to attend the summit of la 
Francophonie held in Beirut in 2002 and in Ouagadougou in 2004, creating disputes 
among Algerians and Arabophones (Rwaba, 2004). During Bouteflika’s presidency, 
French from 2004 became taught as a first foreign language in the second year of 
primary school instead of the fourth year (Benrabah, 2007).  
At the same time, Bouteflika in 2016 closed 42 private schools accused of 
creating language division, and notably breaching the law (76-35 of 16 April) that 
requires all schools to teach in Standard Arabic (Mostari, 2019). Nevertheless, even 
the use of Standard Arabic in classrooms is questioned. This led to another debate 
stimulated by the announcement of the Minister of National Education Nouria 
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Benghabrit-Remaoun (in office from 2014 until 2019) who advocated using Darija as 
the MOI in primary schools, instead of Standard Arabic. This decision was 
considered by Islamist parties and supporters of Arabisation as a way to minimise 
the use of Standard Arabic in Algeria. Nevertheless, Benghabrit explained this 
decision as a pedagogical method to help children’s learning while preparing them 
for Arabic as a MOI at higher levels of education (Boudhane, 2015).  
Meanwhile, the status of Amazigh in Algeria was not immediately addressed by 
Bouteflika, who declared in 1999 that Amazigh could not be considered as an 
official language and declared that a national poll was required to make it a national 
language (Benrabah, 2007). However, under the pressure of protests and clashes 
starting from April 2001 in Tizi Ouzou (called the Black Spring), Amazigh was 
announced as a national language in 2002. These protests condemned the killing of 
a student demonstrator inside the national gendarmerie headquarters, rejected the 
government and its political organisations, and called for the recognition of 
Amazigh cultural and linguistic rights (Boudhane, 2017). In 2016, Amazigh was 
declared as the second official language, based on the third Algerian constitutional 
reform (Akef, 2016). A chronological summary of these language policies in Algeria 
is presented in Table 1.2. 
Table 1.2 Major Events in terms of Arabisation in Algeria 
Year and president  Main events  
1963–1965 
Ahmed Ben Bella 
 
1. First Algerian constitution Article 5: “The Arabic 
language is the national and official language of the 
State.” (Azzaz, 2018). 
2. The introduction of teaching Arabic in primary schools 
in 1962 and beginning the total Arabisation of primary 
schools in 1964 (Grandguillaume, 2004).  
3. The first grade of primary schools was totally Arabised 
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and the teaching of Arabic in other grades increased 
(Benrabah, 2007). 
1965–1978 
Houari Boumediène 
1. The military coup in June 1965 by Boumediène to 
replace Ahmed Ben Bella (Benrabah, 2007).  
2. Gradual Arabisation of intermediate and secondary 
schools, with French being taught as a FL in primary 
schools (Grandguillaume, 2004). 
3. Arabisation of grade 2 in primary schools in 1967 
(Benrabah, 2007). 
4. In 1970, the Arabisation of universities began, notably 
focusing on humanities subjects (Mostari, 2003). 
5. 1978–1977, half of primary and secondary schools were 
Arabised (Azzaz, 2018). 
1979–1992 
Chadly Bendjedid  
1. In 1981, the launch of the Grand Council of Arabic 
language by FLN to support and oversee the Arabisation 
process (Azzaz, 2018). 
2. In 1989, the first totally Arabised students began their 
university education (MESRS, 2012).  
3. The total Arabisation of all educational levels and 
institutions to be completed by 1992 (Kashi, 2001). 
January–June 1992 
Mohamed Boudiaf 
1. The Algerian army cancelled the second round of 
election to be held on 16 January 1992 leading to the 
civil war (Evans & Phillips, 2007).  
2. In 1992, postponement of the total Arabisation law of 
1991 (Kashi, 2001).  
1994–1999 
Liamine Zéroual 
1. Revival of the law of 1991: the total Arabisation of all 
educational institutions and levels to be finalised by 
2000 (Kashi, 2001). 
1999–2019 
Abdelaziz Bouteflika 
1. From 2004, French was taught as the first foreign 
language from the second year of primary school 
instead of fourth year (Benrabah, 2007).  
2. Amazigh was officially recognised as a national language 
in 2001 and as a second official language in 2016 
(Boudhane, 2017). 
3. Arabic remained the sole language in primary and 
secondary education, while the use of French was 
permitted and maintained (Grandguillaume, 2004). 
 
 
Currently, the Algerian education system became totally Arabised apart from 
scientific courses in HE, which remained Francophone. Yet, speakers of French 
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remained privileged with a greater “social and intellectual mobility” than 
Arabophones who were considered by the Francophones as “a threat” to the high 
status given to Francophones in the country (Mostari, 2003, p. 37). Apart from the 
Francophones, Amazigh speakers were believed to be the other “contenders” to the 
Arabisation process in Algeria (Sharkey, 2012, p. 438).  
This tension between Arabophones and Amazighphones can be most notably 
found in the Kabyle region in Algeria. Under colonial rule, as part of a strategy of 
divide-and-rule, the French spread the idea that the Kabyles were a distinct ‘race’, 
superior and more civilised than the Arabs in Algeria and thus more susceptible to 
the ‘benefits’ of French civilization. More French schools were thus established in 
the region of Kabylia under colonial rule (Aitsiselmi, 2012; Lorcin 1995; Silverstein 
2002, as cited in Sharkey, 2012). It would be a mistake to reproduce this politicised 
‘ethno-linguistic’ distinction between ‘Kabyles’ and ‘Arabs’ as an academic frame of 
analysis. Algeria, and Algerians, are often presented in academic and popular 
accounts as divided into three mutually exclusive, warring categories: (1) pro-ruling 
party (FLN) nationalists who promote an ‘Arabo-Islamic’ identity for their own ends 
vs. (2) more ideologically committed Islamists and promotors of the Arabic language 
as a way of positioning Algeria as part of the Arab and Muslim world vs. (3) 
pluralists (including Amazighphones and Francophones) (Benkhaled & Vince, 2017). 
Benkhaled and Vince (2017, pp. 245, 265) reject these mutually exclusive 
categories. Instead, they insist on paying close attention to how these labels 
structure political debate and – contrary to what might initially appear to be the 
case – provide a political language and set of references for Algerians to talk to each 
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other using familiar codes. In reality, they argue, all groups of speakers in Algeria 
regardless of their linguistic differences, “collectively perform Algerianness.”  
The idea that Arabisation was a failure and the cause of linguistic, cultural, social 
and political conflict is also often reproduced rather than analysed as a form of 
political discourse in the literature. As Sharkey shows (2012, p. 440), Benrabah’s 
early writings in 1999 on Arabisation viewed it from a negative angle as a failed 
policy. This is again a politicised view, influenced by the political debates opposing 
the Arabophones and Arabisation policy in Algeria. McDougall views Arabisation 
from a different angle and has “questioned the discourse of ‘failure’ around it”. For 
McDougall (2011, p. 266), Arabisation in Algeria offered “a meaningful, shared 
horizon of reference and idiom of expression, affectively espoused as self-
recognition as well as politically proclaimed as self-realization.” 
1.3.4 The current medium of instruction in scientific courses in 
Algerian universities 
The Arabisation policy in place in Algeria since independence 1962 stipulates that 
Arabic is the MOI in all educational institutions from primary to higher education 
and in all subjects. However, this policy was not fully implemented in universities as 
planned because of the previously discussed political debates, lack of resources and 
the different linguistic orientations and ideologies of policy-makers (Benrabah, 
2005, 2007; Mostari, 2003, Sharkey, 2012; Daoudi, 2018).  
Therefore, French remained the de facto MOI in scientific courses in Algerian 
universities (Mostari, 2003; Roux, 2017), despite the language policy of Arabisation 
in place (see Appendix 8). French is in practice the MOI in scientific courses because 
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it is inherited from the Francophone education system since the colonial era, 
resources are available in French and the teachers themselves were educated in 
French. 
However, it was difficult to find any policy stating that French is the MOI whether 
online (using both Arabic and French in the search process) or within the Ministry of 
Higher Education and Scientific Research and universities during my fieldwork. The 
reasons for the inability to access this official document might be because it does 
not exist at all. Furthermore, the politicised and controversial nature of French as a 
language or a MOI in Algeria led policy-makers not to issue a written official policy 
on the status of French or even to obscure this policy if it ever existed. This can help 
officials to avoid any unexpected controversy and criticism of the government for 
not being patriotic due to their ongoing continued use of the former colonial 
language.   
The status of French as a MOI in Algeria has been reinforced by Franco-Algerian 
educational cooperation. For instance, in 2004, France launched a programme to 
train 2000 teachers with a magister degree by opening French doctoral schools in 
Algerian universities. The training was delivered by both French and Algerian 
academics. The trained teachers were also offered an award and co-supervision 
from French universities while writing their theses, and were offered placements in 
France. A variety of short-term grants and training was offered to the top Algerian 
students in French departments or through competitions organised by the 
Francophonie Organisation (Abid-Houcine, 2007). On their website, the French 
Ministry of Europe and Foreign Affairs (2019) asserted that teaching French and in 
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French in Algeria is their primary goal. France supports the teaching of French at all 
levels in Algerian education, including the French doctoral students and the creation 
of intensive language programs in all universities. In addition, the French Ministry 
showed that Algerian-French cooperation includes training Algerian researchers, 
creating and enhancing schools of technology and vocational training.    
This Franco-Algerian education cooperation helps to maintain FMI, even if the 
educational system in Algeria is producing Arabophone students through Arabised 
primary and secondary education. During my fieldwork in the MESRS4, I conducted 
focus groups with policy-managers5 who stated that French colonialism and its 
legacy in Algeria were key reasons for preserving FMI in HE institutions. In addition, 
it is notable that the French state invests much more money and energy in ‘soft 
power’ educational cooperation beyond its borders, and in particular in its former 
colonies, than does the UK. The UK instead focuses much more on ‘selling’ 
(expensive) English-language teaching packages and/or encouraging private 
companies and non-state initiatives to expand English-language provision abroad. In 
an interview with a policy-maker at the MESRS (2017), the continuation of FMI in 
Algerian HE was explained in the following terms:  
Francophone language organisations tend to be more active and offer 
cheaper educational support for the teaching of French in Algeria. However, 
when looking at English language organisations, the cost is high for training 
and teaching a high number of students in public schools and universities. We 
were planning to implement English training programmes in all disciplines in 
                                                     
4 These fieldwork interviews are presented in this chapter of the thesis for two reasons. They are 
related to the policy perspective on MOI in Algeria. Additionally, they were the only conducted 
interviews because of the inability to conduct more interviews in the Algerian MESRS. Interviews 
were thus ‘downgraded’ in this research design from primary data collection to contextual 
information gathering. (See methodology chapter for further information on data collection).   
5 The term policy-mangers is used to refer to those working in the Algerian MESRS, but with 
lower rank than policy-makers.  
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Algerian universities. These British programmes were cancelled due to their 
high cost. Nevertheless, we are aware of the necessity of English in Algerian 
universities, which often occurs in our assessment reports. Thus, Algerian 
language policies are now open to the world, and we are trying to support the 
teaching of foreign language, especially English.  
  
As we can see from the above discussion, French as a MOI is presented as an 
inevitable choice by the policy-maker. Nonetheless, the implementation of English 
as a MOI in the education system is also talked about within the MESRS, which is 
currently even more publicly and officially discussed, as shown in the first section of 
this chapter. Interestingly, the assumption that French is the MOI in scientific 
courses in Algerian universities is also shared within the MESRS. This assumption 
needs to be tested in order to understand the actual language practices and to 
situate EMI in this context.  
1.3.5 The status of English in scientific courses in Algerian 
universities 
Table 1.3 provides a summary of the status of English in different departments at 
the three investigated universities. The information presented in this Table is taken 
from timetables and syllabuses that were available on the websites of these 
universities for the academic year 2018-2019 (see appendices 9-28). These 
examples provide an overview of how English is taught within these universities. 
From Table 1.3, English is considered as an additional module, which can be even 
substituted with French, or taught in one semester, or even not taught at all. English 
is taught for one and a half hours per week and it has low coefficient6 of one. The 
                                                     
6 Additional modules are given one coefficient, while primary modules can even have as much as 
six as a coefficient. This coefficient determines the final grade of students.   
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English module is sometimes called scientific English, terminologies, analysis of 
English articles, or general English. The focus on teaching is on English for specific 
purposes (ESP) or English for academic purposes (EAP).  
Appendix 29 shows a ministerial decree from the Algerian MESRS, which 
regulates the teaching modules for bachelor’s degrees in the field of science and 
technology. In this decree, English is not specifically selected to be taught, yet it is 
included under a module called ‘a foreign language’ (FL). The coefficient of this 
module is two and its teaching hours include three hours per week in both 
semesters in the third year. While this module is entitled FL, it includes two 
suggestions, French and/or English (one hour and a half for each FL).  This means 
that either French or English could be taught, based on the availability of teachers 
and resources.   
The purpose of the English language module is to teach university students 
English, which allows them to access scientific journals and texts in English related 
to their subject matter. The Algerian Ministry of Higher Education and Scientific 
Research, in its report (MESRS, 2012, p. 61) and on its website often emphasises the 
importance of teaching foreign languages, particularly English to enable university 
students to make use of different scientific resources (MESRS, 2012) and “to gain 
access to new technologies and scientific research, as stated by the Algerian 
Constitution” (Ramaswami, Sarraf, & Haydon, 2012, p. 63). Particularly after the 
introduction of the LMD system (in the academic year 2004–2005), English teaching 
was set as a priority in the Algerian higher education and English has since then 
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been required to be taught as a subject “at all levels of university education” 
(Sarnou, et al., 2012, p. 181). 
Table 1.3 English Module in Scientific Courses in three Algerian Universities  
University/ 
Faculty  
Departments Year  English module  Appendix 
University of 
Annaba, 
Faculty of 
Sciences 
Department 
of 
Biochemistry 
3rd year 
bachelor  
Scientific English 
Hours: 1:30 hours per 
week.   
Credits: 01 
Coefficient: 01 
Semester: 2  
9 and 10  
 
University of 
Annaba, 
Faculty of 
Sciences 
Department 
of 
Biochemistry 
1st year 
master  
Research 
Methodology and 
Scientific Writing and 
English 
Hours: 1:30 hours per 
week.   
Credits: NA 
Coefficient: NA 
Semester: 1 
11 and 12 
English  
Hours: 1:30 hours per 
week.   
Credits: NA 
Coefficient: NA 
Semester: 2 
University of 
Annaba, 
Faculty of 
Sciences 
Department 
of 
Biochemistry 
2nd year 
master  
Analysis of English 
articles  
Hours: 1:30 hours per 
week.   
Credits: 2 
Coefficient: 1 
Semester: 1  
13 and 14 
University of 
Batna 
Faculty of 
Technology 
Department 
of Electronics 
1st year 
master 
Technical English and 
Terminology  
Hours: 1:30 hours per 
week.   
Semester: 1 
15 
University of 
Batna 
Faculty of 
Technology 
Department 
of Electronics 
2nd year 
master 
English module is not 
available (NA).  
16 
University of 
Batna,  
Department 
of 
3rd year 
bachelor 
Scientific English 
Hours: 1:30 hours per 
17 
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Faculty of 
Nature and 
Life Sciences 
Organismal 
Biology 
week.   
Semester: 1 
1st year 
master 
Scientific English 
Hours: 1:30 hours per 
week.   
Semester: 1 
18 
2nd year 
master 
English 
Hours: 3 hours per 
week.   
Semester: 1 
19 
University of 
Oum El 
Bouaghi, 
Faculty of 
Sciences and 
Applied 
Sciences 
Department 
of Process 
Engineering  
2nd Year 
bachelor  
English module is not 
available. 
20 
3rd Year 
bachelor 
English module is not 
available. 
21 
1st year 
master  
English module is not 
available. 
22 
University of 
Oum El 
Bouaghi, 
Faculty of 
Earth 
Sciences and 
Architecture 
Department 
of 
Architecture 
3rd year  
bachelor  
English 
Hours: 1:30 hours per 
week.   
Semester: 2 
23 
1st year 
master  
English 
Hours: 1:30 hours per 
week.   
Semester: 2 
24 
University of 
Oum El 
Bouaghi, 
Faculty of 
Earth 
Sciences and 
Architecture 
Department 
of Geography 
and Urban 
Planning 
1st year 
bachelor  
No English module: 
substituted with 
French language 
module. 
25 
2nd year 
bachelor  
Foreign language (not 
specified)  
26 
3rd year 
bachelor  
English module is not 
available. 
27 
1st year 
master 
English  
Hours: 1:30 hours per 
week. Semester: 2 
28 
 
In 2019, the Algerian MESRS published a plan (see Appendix 7) for improving the 
status of English, which has not yet been implemented. The plan aims to increase 
the coefficient of the English module as well its teaching hours, to three hours per 
week. Students are now obliged to have a certificate of B2 level in English to obtain 
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their doctoral certificate. To secure a place in the master’s degree, students are 
required to achieve at least 11/20 (pass grade is 10/10) in the English module.  
The plan states that students in their baccalaureate are required to achieve at 
least 12/20 in an English module. Another plan was set for establishing doctoral 
schools of English in different regions in Algeria. Further medium and long-term 
plans were made to improve and modernise the approaches to teaching English, 
providing teachers with English training and workshops and cooperating with 
Anglophone countries, with the aim of providing English to all bachelor’s students. 
While these plans are in their preliminary stage, their application remains uncertain. 
This research is an opportunity to offer answers to many of these questions 
regarding the status of English and EMI in Algeria.  
1.4 The Structure of the Thesis  
This thesis is organised into eight chapters, starting with this chapter (the 
introduction) which discusses the rationale, aims and questions of the study. The 
chapter also discusses the Algerian context of this study. Chapter 2 situates this 
study in the existing literature, defining EMI terminology and analysing existing 
studies on EMI. Chapter 3 offers an original contribution, ‘the Spectrum Model’ that 
analyses the expansion of EMI in the world by combining the perspective of World 
Englishes and postcolonial, developmental and linguistic aspects of the countries. 
Chapter 4 presents the research methodology used in this study with an 
explanation of the methods of data collection and analysis and a description of the 
research settings. The findings of this research are presented in three chapters 5, 6 
and 7. Chapter 5 analyses the attitudes towards languages in general and 
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perceptions of language use in Algeria, as well as perceptions about the status of 
English in three Algerian universities. Chapter 6 focuses on the attitudes of 
university students and teachers towards EMI and other MOIs in Algeria. Chapter 7 
examines language practices through the analysis of classroom observations 
undertaken during the fieldwork of this research. The conclusion (Chapter 8) 
concludes this thesis by discussing and comparing the findings of this research with 
the key existing literature on EMI and on Algeria. It also presents the implications 
and limitations of this study.  
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Chapter 2 EMI Research: An Overview 
2.1 Introduction  
This chapter provides an introductory background to the field of EMI research. 
The first section sets up the definition and labelling of EMI adopted in this study, 
through the analysis of a range of EMI understandings in the literature. The second 
section discusses EMI studies with a particular focus on their methodological 
orientations and the choices of the research settings. The chapter then discusses 
the motives of the introduction of EMI, social injustice issues and drawbacks of EMI 
education linked to the unequal provision of EMI education in different contexts 
around the world.  
2.2 Defining EMI  
According to Macaro et al. (2018), a specified definition of EMI is lacking in the 
literature. A search of the literature reveals that some researchers (e.g. Başıbek at 
al., 2014; Karakaş, 2015; Kirkgöz, 2009) tend to avoid defining EMI, while others 
disagree on its meaning. According to Macaro (2018, p. 38), this confusion around 
EMI is related to the “blurred boundaries” between EMI and other similar 
approaches, such as English as a foreign language (EFL), English for academic 
purposes (EAP), English for specific purposes (ESP), Content-based instruction (CBI), 
immersion, and content and language integrated learning (CLIL). To clarify this 
blurriness, Macaro (2018) drew a continuum of these terms, where the key factor 
determining the place of each term of the continuum is the role of learning goals 
such as content and language, as shown in Figure 2.1.  
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Figure 2.1 Language-content continuum. From English Medium Instruction: Content 
and language in policy and practice (p. 29), by E. Macaro, 2018. Oxford:  Oxford 
University Press.  
In his “language-content continuum”, Macaro (2018) classified EFL within 
language-dominant objectives because the primary objective of EFL teaching is 
language rather than content. Content in EFL classes is used to serve as a means for 
teaching the language. Thus, subject-specific content is not targeted in EFL 
programmes. Based on this, EFL appears to be in the reverse direction of EMI with 
its content-dominant objectives, as displayed in Figure 2.1. After EFL, EAP comes 
within the same area of “language-dominant objectives”. For Macaro (2018), 
content in EAP remains general and not subject-based, hence it is considered only a 
language support for EMI. EAP is defined as “the teaching of English with the 
specific aim of helping learners to study, conduct research or teach in that 
language” (Flowerdew & Peacock, 2001, p. 8). It focuses on the teaching of English 
that contributes to students’ academic skills. EAP, therefore, goes hand-in-hand 
with EMI to facilitate the progress of EMI (Hamp-Lyons, 2011). However, the aim of 
EAP remains within language rather than content-dominant objectives.  
ESP is defined as the teaching of “a specific genre of English for students with 
specific goals” (Rahman, 2015, p. 30). ESP particularly targets the learners’ needs 
within their professional world (Hyland, 2007; Ramírez, 2015). The aim of ESP is to 
introduce disciplinary content to learners, rather than teaching or evaluating this 
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content. Unlike EAP, curriculum in ESP focuses more on “content-specific skills,” 
rather than on “functional language skills” (Macaro, 2018, p. 32). Content in ESP is 
based on the use of language in different contexts rather than the linguistic aspects 
of this language (Rahman, 2015). On this basis, Macaro (2018) classified ESP in his 
continuum at the end of language-dominant objectives and close to the beginning 
of content-dominant objectives.   
Content-based instruction (CBI) incorporates both second language and content 
in the learning process. Language in CBI is not thought separately but imbedded 
within the target content (Grabe & Stoller, 1997). What distinguishes EMI from CBI 
is what Macaro (2018, p. 23) refers to “key defining feature[s]” such as “student 
populations”, and teachers’ language background. As Macaro argues (2018), the 
population outside CBI classrooms provides CBI students with an English-speaking 
environment and exposure because CBI is only found in Anglophone countries. 
Whereas, EMI students usually have a non-English speaking environment outside 
their classrooms. Macaro (2018, p. 32) added that EMI teachers are more likely to 
be non-native speakers of English compared with CBI teachers. The EMI teacher is 
“a subject specialist, [but] not an English language specialist”. Based on its subject 
oriented focus, EMI is placed at the end of content-dominant objectives in Macaro’s 
(2018) continuum. 
According to Thomas and Collier (1997), immersion education was found in the 
Canadian context, which intended to provide students education through both 
English and French languages. It was then adopted as “two-way bilingual education” 
in the United States. In this model, like immersion education, “language majority 
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and language minority students are schooled together in the same bilingual class” 
(p. 57–58). As noted by Macaro (2018), the aim of immersion education is to 
promote bilingualism, where the new immersed language is considered as an 
additional language, rather than alternative to students’ first language. The main 
principle of immersion education is content teaching, where language is one of its 
underpinning objectives. Therefore, Macaro (2018) classified immersion under 
content-dominant objectives, but close to the beginning of language-dominant 
objectives. 
According to Macaro (2018), the teaching objectives of content and language 
integrated learning (CLIL) is within the content area, but CLIL like immersion also 
has orientations towards language-dominant objectives. CLIL is differentiated from 
EMI on the basis of their different teaching goals, whether content or language. CLIL 
means “instruction in a foreign language where content and language are 
integrated, and where both language and content learning outcomes are catered 
for” (Aguilar, 2017, p. 725). While, EMI implies that “content is the priority and 
where no assessment of students’ English competence is made because no 
language learning outcomes are acknowledged” (Aguilar, 2017, p. 725). In this 
definition, EMI, unlike CLIL, prioritises teaching the content over language and pays 
less attention to teachers’ and learners’ language proficiency. Hence, CLIL is 
classified within content-dominant objectives, but at the same time near the area of 
language-dominant objectives. One of the prominent definitions of EMI is adopted 
by EMI Oxford team, The Centre for Research and Development in English Medium 
Instruction:  
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The use of the English language to teach academic subjects (other 
than English itself) in countries or jurisdictions where the first language 
of the majority of the population is not English (Dearden, 2015, p. 4; 
Macaro et al., 2018, p. 37). 
 
Despite the clarity of the above definition, the notion of EMI remains more 
complex than what one definition is able to capture. Macaro (2018) showed how 
every single word in this definition might have different interpretations because 
EMI pedagogy is a complex process which includes a variety of components such as: 
the kind of English to be taught, policy, teachers, resources (only English or 
bilingual), classroom languages (monolingual or multilingual), assessment and 
feedback, linguistic landscape (administration, library) and students’ research 
output.  
As noted by Kamwendo, Hlongwa and Mkhize (2014), the term medium of 
instruction (MOI) does not embrace an interactive process of learning. Rather, it 
reflects a “one-way traffic, i.e. someone is instructing another person, or someone 
is being instructed” (p. 78). In the present study, I argue that the concept of EMI 
goes beyond the “one-way traffic” process of teaching content through a language 
other than students’ first language. It involves a multidimensional traffic (see Figure 
2.2) in which different agents (policy, stakeholders and practice situation) 
contribute to the process of teaching and create the overall concept and practice of 
EMI. In addition to these agents, the linguistic repertoire (of the society and 
stakeholders) is another important factor to consider within the definition of EMI. 
Bolton, Botha and Bacon-Shone’s (2017) study acknowledged the importance of 
recognising “the heterogeneous linguistic abilities and backgrounds of students” in 
EMI universities (p. 928).  
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In the context of this study, EMI refers to the top-down and bottom-up (see 
Figure 2.2) uses of English (as a second or foreign language) within non-Anglophone 
contexts for teaching and learning purposes of subject content:  
 Top-down EMI: where there is an explicit policy of EMI. This includes the 
exclusive use of English for the purposes of teaching students or training 
teachers, or as the language of teaching resources and assessment tools, and 
even the language used in the administration.  
 Bottom-up EMI: where English is used by stakeholders (teachers and students) 
on their own initiatives, for example as a language in research, in teaching 
materials and, in some cases assessment. In bottom-up EMI, English may be 
present in the classroom, in the stakeholders’ language background, in the 
linguistic repertoire of the society, and in the linguistic landscape of 
educational institutions. The bottom-up arrow in Figure 2.2 is also going up 
because this latter might also influence policy. For instance, Bühmann and 
Trudell (2008, p. 17) underscore the influence of bottom-up practices on 
government MOI policy. The local people in Papua New Guinea created a 
“community-based non-formal pre-school” to teach children in their first 
language prior to entering primary schools. The students who studied in these 
schools showed positive learning outcomes compared to those who did not 
have this pre-schooling in their first language. These positive results and 
initiatives of local community to teach in local languages led the government 
to adopt first language education in the first primary schools to all children  
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Figure 2.2 Different factors shaping the definition of EMI: Top-Down EMI and 
Bottom-Up EMI. 
 
2.3 Labelling EMI 
The previous section discussed the definition of EMI and various interrelated 
terms with this concept and explained the definition adopted in the context of this 
study. This section explains the form of the labelling used such as English as a 
medium of instruction (EMI). As Macaro (2018) demonstrates in his book English 
Medium Instruction, the label EMI itself has been subject to widely varying uses in 
the existing literature. It is, therefore, important to specify the label adopted in the 
present study and the reason behind choosing this label. Table 2.1 summarises 
some of the different uses of this term within EMI studies:  
 
 
EMI Policy 
 
 
Top-down 
EMI 
 
 
Bottom-
up EMI 
Practice situation Stakeholders 
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Table 2.1 EMI Labelling 
Author/year of 
publication   
EMI and MOI labelling   
Macaro et al. 
(2018) 
“Through the medium of English,” “taught entirely through 
English,” “taught through English” “lectures delivered in 
English.”  
Bolton, Botha and 
Bacon-Shone 
(2017)  
“English as the sole teaching medium in education,” “English 
as the sole medium of instruction,” “English as the 
predominant medium of instruction.” 
Bolton and Botha 
(2017)  
“English as a teaching medium,” “English-medium”, “English-
medium instruction,” “English as the official medium,” 
“English-educated,” “English as the dominant language of 
education,” and “English is the sole official language.” 
Kuchah (2017)  “English as medium of instruction (EMI),” “English 
instruction,” “English medium education.” 
Walkinshaw, 
Fenton-Smith and 
Humphreys (2017) 
“English medium instruction,” “through the medium of 
English,” “English taught programs,” “English-medium,” 
“English medium,” “English is the sole medium of 
instruction.” 
Dafouz and 
Camacho-Miñano 
(2016) 
“English-medium instruction,” “English- and Spanish-medium 
programmes,” “learning through English,” “EMI.”  
Dearden and 
Akincioglu (2016)  
“English medium instruction,” “through the medium of 
English,” “EMI.”  
Dearden (2015) “English as medium of instruction,” “through the medium of 
English,” “English medium education,” “English programme,” 
“English bilingual education,” “English-medium.”  
Kamwendo, 
Hlongwa and 
Mkhize (2014)  
“English is the main medium of instruction,” “English as a 
medium of instruction”, “English medium institution”, 
“English and IsiZulu as the two official languages of 
academia,” “IsiZulu and English, the languages of teaching 
and learning in the University.” 
Rahman (1997) “English as the medium of instruction,” “English-medium,” 
“as the medium of instruction,” “as a medium of 
examination,” “as the medium of instruction and 
examination.” 
 
In studies such as Kamwendo et al., 2014; Kuchah, 2017; Rahman, 1997, the term 
has been used differently, but without mentioning the reasons for each use. Bolton, 
Botha and Bacon-Shone (2017) used “English-medium instruction” in the title of 
their article or when EMI is referred to as a notion. Yet, they used other several 
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terms within their paper as shown in the above table. Bolton and Botha (2017) in 
another chapter used an alternative term for their title “English as a medium of 
instruction”. Even throughout their analysis, the term EMI was labelled differently 
(see Table 2.1). Macaro et al. (2018) used “English medium instruction” to label EMI 
and “English medium universities” to describe universities offering EMI, but other 
various forms to describe EMI process (see Table 2.1). Some researchers (Dafouz & 
Camacho-Miñano, 2016; Dearden & Akincioglu, 2016) tend to use the format EMI to 
describe all aspects of the EMI process including teachers, students, and setting. 
Using the abbreviation EMI might be useful to avoid the confusion of using different 
labels.  
As shown in Table 2.1, different phrases might mean different processes of 
teaching in English and other languages by using “through the medium of English”, 
or teaching only in English by using “taught entirely through English.” Other formats 
of the label EMI also include various words adding another meaning to the term and 
specifying the amount of English used or status of English, such as “English as the 
dominant language of education,” “English is the sole official language,” “English as 
the predominant medium of instruction,” “English as the official medium,” and 
““English as medium of instruction”. While the previous format of the label adds 
identifying words, other formats vary at the structural level of words, such as 
“English Medium Instruction”, “English-medium instruction”, “English as the 
medium of instruction”, “English as a medium of instruction.”  
The reasons for this variation in terms might be related to the writing process 
and styles, which require the use of alternative words. Nevertheless, it is important 
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to clarify why certain structures and labels have been used. In the present study, 
the label English as a medium of instruction is used throughout the thesis. The 
reason for using this label is to avoid confusion and to be consistent with the 
previous terminologies related to the notion of teaching English, such as English as a 
foreign language (EFL), English as a lingua franca (ELF), English as a second language 
(ESL), English as an International language (EIL), English as an additional language 
(EAL). EMI per se is originally derived from the original form and notion of teaching 
English such as English as a foreign language (EFL). In her discussion of EMI 
introduction, Dearden (2015) related the traditional form of EMI to EFL English as a 
foreign language. “Traditionally, students have learnt English as a Foreign Language 
(EFL) at school, in other words English as a subject in its own right. A question to be 
asked therefore would be at what point, if at all, should EMI take over from EFL?” 
(p. 26). Following this consistency of English-related terminology, English as a 
medium of instruction and the contraction EMI are adopted as the main formats in 
this thesis.  
 
2.4 EMI Research  
This section provides an overview of EMI studies. Before discussing the findings 
of EMI research, it is important to understand the types of methodology used and 
research settings selected. Table 2.2 summarises a considerable number of EMI 
studies with a particular focus on their adopted methods and research settings. All 
studies selected in this review investigate EMI rather than other similar forms of 
education (CBI, immersion, or CLIL). Studies published in journals and as PhD 
projects were included in this study based on their accessibility.   
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Table 2.2 EMI Studies  
Type of the 
study  
Study  Research aim  Country  Method   Setting  Participants 
Quantitative 
studies 
Costa & Coleman 
(2013) 
To investigate EMI 
“organisational and pedagogical 
factors” (p. 3)  
Italy  Survey 50% of Italian 
universities  
38 university policy-
managers 
 
Hengsadeekul, 
Koul, & 
Kaewkuekool 
(2014) 
To explore the link between 
students’ motivation for learning 
English and their preferences of 
EMI programs 
Thailand Survey  “Nine different 
academic 
programs” in 
Bangkok 
“N = 2252, males = 
31.2% and females = 
68.8%)” undergraduate 
students  
Ellili-Cherif & 
Alkhateeb (2015) 
To study students’ attitudes 
towards MOIs (English and 
Arabic)  
Qatar  Survey Qatar University 295 students 
Bolton, Botha, & 
Bacon-Shone 
(2017) 
To examine the relation between 
EMI “official language policies” 
and “actual practice”, students’ 
“difficulties and needs” in EMI 
courses  
Singapore  Survey “One of 
Singapore’s major 
Universities” 
8280 students and 222 
faculty staff  
Worp (2017) To explore students’ perceptions 
and competences of English 
during and after EMI classes  
 
 
The Basque 
Autonomous 
Community, 
Spain  
Survey  The University of 
the Basque 
Country 
194 students  
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Table 2.2 EMI Studies (continued)  
Type of the 
study  
Study  Research aim  Country  Method   Setting  Participants 
Qualitative 
studies  
 
 
Hu & Lei 
(2014) 
To investigate EMI “language 
ideologies, language 
practices, and language 
management” (p.551) 
China  Document 
analysis, 
interviews and 
focus groups.  
“At a major university” 
in China  
10 students and 
5 teachers 
Ali (2013) To explore EMI policy and 
practices  
Malaysia  Case study: 
document 
analysis, and 
interviews  
“The University of 
Technology Tuanku 
Abdul Rahman 
(UTTAR)”  
“A university 
executive and 11 
content-area 
lecturers” (p. 80)  
Kamwendo, 
Hlongwa & 
Mkhize 
(2014) 
To investigate the 
implementation of 
indigenous language within 
EMI university  
South Africa Case study: 
document analysis 
and 2 authors’ 
experience 
The University of 
Kwazulu-Natal (EMI)  
Not available  
Molino & 
Campagna 
(2014) 
To analyse “official 
Policy statements at macro- 
(government) and meso- 
(university) levels, and 
investigating the micro-level 
reaction to the English-only 
policy.” (p. 157)  
Italy  Case study: 
document analysis  
The Politecnico di 
Milano “one of the 
most prestigious public 
universities in Italy” (p. 
159)  
Not available  
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Table 2.2 EMI Studies (continued)  
Type of the 
study  
Study  Research aim  Country  Method   Setting  Participants 
Qualitative 
studies  
 
Vu & 
Burns 
(2014) 
To investigate the 
challenges of EMI in 
undergraduate program 
Vietnam Interviews Public EMI 
university  
16 teachers 
Channa et 
al., (2016) 
To investigate parents’ 
perceptions towards EMI 
for their children  
Pakistan Interviews Hyderabad city  12 parents  
Reynolds 
(2016) 
To explore attitudes 
towards the shift to EMI  
France  Ethnographic Approach: “a 
questionnaire, semi-structured 
interviews, classroom 
observations and visual 
creations” (p.65) 
Nantes 
University  
164 academics 
(lectures and 
researchers)  
Kuchah 
(2017) 
To explore “perspectives 
and learning experiences” 
of children in EMI school 
(p.2) 
Francophone 
Cameroon  
Case study:  interviews and  
“informal conversation” (p.5) 
EMI schools in 
Yaounde and 
Douala cities  
2 children, their 
parents and “the 
head teacher”  
Blattès 
(2018) 
To examine policy and 
parliament debates 
regarding EMI  
France  Discourse-Historical Approach 
(DHA) 
French 
universities  
Not available  
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Table 2.2 EMI Studies (continued)  
Type of the 
study  
Study  Research aim  Country  Method   Setting  Participants 
Mixed 
approach 
studies  
Sert (2008) To examine the 
effectiveness of EMI on 
the development English 
skills and content  
Turkey  Survey and interview Three universities providing 
EMI,  
“English aided instruction 
[EAI]”, “Turkish medium 
instruction [TMI]” (p. 156) 
“527 fourth-year 
students and 87 
teaching staff” (p. 
165)  
Kirkgöz, 
(2009) 
To explore the perceived 
effectiveness of EMI  
Turkey Survey and interview Ҫukurova University which 
provides EMI  
220 students and 
15 teachers  
Yamat, 
Umar & 
Mahmood 
(2014) 
To analyse EMI policy and 
its implementation   
Malaysia Document analysis, 
survey and interview 
“Universiti Kebangsaan 
Malaysia (UKM), Universtiti 
Teknologi Mara (UiTM) and 
Universiti Kuala Lumpur 
(UniKL)” (p. 197) which are 
major universities in large 
metropolitan cities  
Not available  
Belhiah & 
Elhami 
(2014) 
To examine the 
effectiveness of EMI  
Gulf 
countries  
Survey and interviews  “Six universities located in 
major cities of Abu Dhabi, 
Dubai, Al Ain, Sharjah, Ajman, 
and Ras Al Khaimah” (p. 3)  
100 teachers, 500 
students 
 Gul & Aziz 
(2015) 
To test content teachers’ 
English proficiency and to 
explore the causes of low 
English level in EMI 
schools  
Pakistan  Survey and interview 
tests 
“Three districts in Punjab i.e. 
Lahore, Rawalpindi and 
Mianwali” (p. 4)  
350 teachers  
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Table 2.2 EMI Studies (continued) 
Type of the 
study  
Study  Research aim  Country  Method   Setting  Participants 
Mixed 
approach 
studies 
Solloway 
(2016) 
To study EMI attitudes 
and practices in HE  
UAE Survey and Interview 
 
“A major government-
sponsored university” 
(p.78)  
30 students: 20 
questionnaires 
and 10 
interviewees 
Al-Issa (2017) To test the effects of 
EMI on Arabic use and 
literacy  
UAE Survey and interview EMI university “91 first-year 
students (43 males 
and 48 females” 
(p.6). 
Aguilar 
(2017) 
To explore lecturers’ 
perceptions towards 
EMI 
Spain  Survey and interview University  41 engineering 
lecturers: 7 
females and 34 
males  
Simbolon 
(2016) 
 
To study lecturers’ 
perceptions towards 
EMI practices. 
Indonesia  Survey, interviews 
and focus groups  
EMI University: Pondasi 
University 
Focus groups : 21 
Interviews : 5  
Questionnaires 
:109 teachers  
Evans & 
Morrison 
(2011)  
To find out “in-class 
and out-of-class” 
language practices in 
EMI university  
Hong Kong  Survey and interviews Hong Kong Polytechnic 
University 
1037 surveys 
Interviews: 28 
undergraduates 
and 137 interviews 
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2.4.1 Research settings of EMI studies   
Much of the existing research on EMI has tended to focus solely on major 
metropolitan settings, although the international status, linguistic and regional 
aspects of a university have been found to be influential factors on the 
implementation of and attitudes towards EMI. Bolton, Botha and Bacon-Shone 
(2017), for example, selected “one of Singapore’s major universities”. In Kuchah’s 
(2017, p. 5) study, the setting is selected based on “largest cosmopolitan cities of 
Cameroon”. In their study, Hu and Lei (2014) described their selected university as 
“a major university” in China (p. 551). Molino and Campagna (2014) chose 
Politecnico Milano University because it is one of the most famous universities in 
Italy.  
In their study on parents’ perspectives on EMI in Pakistan, Channa et al. (2016) 
selected schools of Hyderabad city, which is a large metropolitan region. Yamat, 
Umar, Mahmood (2014) investigated EMI in three major universities in Malaysia. 
Further studies (Hengsadeekul, Koul & Kaewkuekool’s (2014) study on EMI in 
Thailand; Gul & Aziz’s (2015) study on EMI in Pakistan; Solloway’s (2016) study on 
EMI in HE in the United Arab Emirates; and Belhiah & Elhami’s (2014) study on EMI 
in the Gulf countries) followed similar selection standards of major and 
metropolitan settings. The idea of selecting major universities is prevailing among 
EMI studies. Even if the selected university is not central, one university might not 
be sufficient for representing the whole studied context.  For instance, Reynolds 
(2016, p. 1) in her qualitative study on EMI in France selected only Nantes University 
“as a microcosmic example of the French education linguistic context.”  
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This selection criterion might be representative, since big cities usually have 
students from different parts of the country. However, the belief that a leading, 
major and metropolitan educational institution can be representative has led to the 
marginalisation of different settings within EMI studies, though the regional and 
international aspects of a university are found influential in relation to the 
application of EMI. Koul and Kaewkuekool (2014) found that EMI is preferred and 
considered to be more successful within international programs, rather than at the 
level of national and professional courses. In EMI international programs, learners 
are found more motivated and less anxious to learn via English and use English in 
classrooms. It is also found that students at major universities usually have more 
access to EMI than those in rural areas (Vu & Burns, 2014). Costa and Coleman 
(2013) also reflect the regional differences in terms of internationalisation of 
universities and EMI implementation in Italy. Tan (2011) further claims that “English 
is quite present in urban environments but is rarely used in rural contexts” (p. 329). 
In brief, the above research challenges the assumption that major settings are 
representative for studying EMI in a particular region. Hence, I argue that the 
awareness of these differences between universities in terms of international 
profile, regional and linguistic characteristics is crucial for EMI studies and to better 
understand the implementation of EMI.  The present study, therefore, explores EMI 
in different areas: central and peripheral universities. 
2.4.2 Methodological orientations of EMI studies  
As displayed in Table 2.2, the scope of EMI research is increasingly vast. A 
significant feature of the methodology of these EMI studies is their tendency to use 
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a ‘one size fits all’ methodology to resolve the complex relation between EMI policy, 
practices and attitudes. Research findings (Ali, 2013; Botha, 2013; Evans & Morrison 
2011; Fitzpatrick, 2011; Hu & Lei, 2014) agree on the gap between EMI policy, 
practices and attitudes. However, EMI studies tend to choose a one-dimensional 
methodology either quantitative or qualitative to address the complex notion of 
EMI. This way of research might indeed provide an in-depth investigation of a 
particular aspect of EMI, but might also ignore other important variables in the 
application of EMI. Even when a mixed approach is applied, the methods usually do 
not address all aspects of EMI.  
Starting with studies of a one-dimensional methodology, some of these studies 
(Bolton, Botha, & Bacon-Shone, 2017; Costa & Coleman, 2013; Ellili-Cherif & 
Alkhateeb, 2015; Hengsadeekul, Koul, & Kaewkuekool, 2014) focused on 
quantitative measures, such as surveys to investigate EMI. For example, Costa and 
Coleman (2013) used 38 questionnaires to officials in Italian universities to 
investigate EMI “organisation”, “teachers and teaching style”, “students” and 
policy-managers. Bolton, Botha and Bacon-Shone (2017) adopted an online survey 
to 8280 students and 222 faculty staff to examine students’ communication 
difficulties and EMI practices in the Singaporean HE. These investigated practices 
through the perceptions and attitudes of students, officials and faculty staff, 
however, can only reflect their own views rather than the actual language uses and 
state of EMI.    
Other studies (Channa et al., 2016; Kamwendo, et al., 2014; Kuchah, 2017; Hu & 
Lei, 2014; Vu & Burns, 2014) explored different aspects of EMI using qualitative 
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methods. While the aim of these studies includes EMI practices, their adopted 
methodologies addressed only perceptions. Hu and Lei (2014) used interviews, 
focus groups and policy documents analysis to investigate beliefs, practices and 
policy in EMI and CMI (“Chinese-medium instruction”) universities in China (p. 555). 
Similarly, Kuchah (2017) adopted qualitative methods, such as interviews and 
informal conversations in order to understand students’ experiences within EMI 
schooling in Francophone Cameroon. Similarly, Ali (2013, p. 73) used document 
analysis and interviews with “one university executive and 11 content-area 
lecturers” to investigate EMI policy and “how it is enacted in practice” in Malaysia.   
Mixed-methods research has also been used to investigate EMI. However, only 
questionnaires and interviews were often used in these studies, which still test only 
perceptions. For example, Aguilar (2017) used both qualitative and quantitative 
methods to compare 41 teachers’ views and practices within EMI and CLIL contexts 
at a Spanish University. In her study, Aguilar (2017) used only questionnaires and 
interviews, which might be an accurate source for depicting teachers’ perceptions, 
but not their practices. Similarly, Solloway (2016) adopted 10 interviews and 20 
questionnaires to investigate both attitudes and experiences of students within EMI 
institutions of HE in the United Arab Emirates. Evans and Morrison (2011) used 
surveys and interviews to investigate language practices at EMI University in Hong 
Kong. Yamat, Umar and Mahmood (2014) followed the same way of investigating 
both policy and planning of EMI in Malaysian universities through using 
questionnaires, interviews and document analysis, rather than observations or 
fieldworks.  
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Another focus in EMI studies is measuring the effectiveness of EMI using 
questionnaires and/or interviews. Sert (2008) gave questionnaires to 527 students 
and interviewed 87 teachers to investigate the effectiveness of EMI in comparison 
to Turkish as a MOI and “English aided Instruction” at three Turkish universities. 
Similarly, Al-Issa (2017) adopted both questionnaires and interviews to investigate 
the effects of EMI on UAE students’ Arabic literacy and practice. Belhiah and Elhami 
(2014) likewise used questionnaires and interviews to examine the effectiveness of 
EMI in the Gulf countries. Even when the perceived nature of effectiveness is 
acknowledged in some of these studies (e.g. Kirkgöz, 2009), effectiveness is very 
difficult to measure, particularly using qualitative measures. 
Overall, surveys or interviews are widely prevalent within EMI studies. Even 
when the effectiveness of EMI is targeted; it is investigated through perceptions. 
This might be a very important aspect to be addressed in the application of EMI. 
However, there is a need for an overall picture of EMI that combines important 
factors such as policy, practices and attitudes. The present study contributes to this 
gap of research via examining EMI and the link between policy, practices and 
attitudes using mixed-methods research design (see chapter 4).  
In conclusion, the analysis of EMI studies reveals the rapid growth of research on 
EMI in different parts of the world. EMI research has successfully built a growing 
body of knowledge about the application of EMI, however, a fine-grained 
understanding of how attitudes, policy and practice intersect remains under-
researched. EMI studies tended to often use surveys and interviews to explore 
different aspects of this phenomenon. These methods might not be able to address 
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the actual practices of EMI.  Furthermore, EMI studies also tended to focus on 
major cities and universities as representatives for the implementation of EMI in a 
particular country. As a result, regional, linguistic and international aspects of EMI 
settings have received scant attention in the literature. In order to contribute to this 
gap of the research, the present study has developed an inclusive and 
multidimensional methodology that targets the different dimensions of EMI (policy, 
practices and attitudes) using mixed methods in different settings, central and 
peripheral.   
2.5 The Motives of EMI  
While EMI has reached wide contexts in the world, the ranges and depth of its 
expansion are different from one country to another. Some motives are found 
common in most contexts. However, there are motives, which are specific to 
postcolonial contexts where English is a former colonial language or where there is 
already a language or MOI of a colonial legacy.  
In former British colonies, the historical presence of EMI plays a major role for 
the re-implementation or continuing of the use of EMI, particularly at HE.  English 
was first imposed in these countries under exploitation colonialism. During 
colonialism, EMI was a symbol of power. Access to EMI education was only 
restricted to the elites. The British colonial system left in these former colonies 
“English-educated elites who were to play a critical part in the development of 
nation-states” (Thumboo, 2001, p.  xiii). British colonialism, nevertheless, promoted 
local languages in education for the rest of colonised people, particularly in primary 
education. English education only starts in secondary schools, which have limited 
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access. Technical and vocational training was provided to everyone as opposed to 
academic institutions that were only for settlers. This led to segregating schools in 
British colonies, where English and rigorous academic education were not offered 
to everyone (White, 1996). After independence, although many countries (such as 
Malaysia, Nigeria) (as discussed later in chapter 3 in section 3.3.1) shifted to 
mother, local or national languages as the MOI, EMI continued to dominate in HE. 
Hence, the primary motive for the introduction of EMI in former British colonies is 
linked to the historical influence of British colonialism as in former British colonies.  
However, the goal of achieving international status rankings of educational 
institutions through the implementation or re-implementation or continuing use of 
EMI is widespread in most contexts. Even former British colonies, where EMI is 
linked to its historical and colonial legacy, EMI has been presented as driven by 
motives of internationalisation. 
 Internationalising HE, which is often linked with EMI, is intended for achieving 
high ranks, an international reputation, student mobility and economic profit 
(Kirkpatrick, 2011; Hu & Lei, 2014; Macaro, 2018). According to Rose & McKinley 
(2018, p. 113), “internationalization is viewed at its worst as an economic ploy to 
drum up student numbers and tuition and at its best as a way to positively influence 
universities’ global outlook.” The internationalisation of education through the 
introduction of EMI is also related to other underpinning motives, such as the 
instrumental benefits of EMI education, attracting international brains and social 
status of English. 
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In Singapore, EMI has been used to create an international, successful and 
reputed educational system (Rooy, 2008). Although English is much less used in 
Hong Kong, compared to Singapore, EMI is similarly represented as a source of 
internationalisation. Language policy in Hong Kong insists on the 
internationalisation of the universities through EMI (Evans & Morrison, 2011). In 
Vietnam, the implementation of EMI is a top-down process that is caused by 
political and economic reforms and desire to internationalise education (Nguyen, 
Hamid, & Moni, 2016; Vu & Burns, 2014).  
Similarly, the implicit move towards implementing EMI in Estonia has been also 
derived from internationalisation and economic benefits (Soler, Björkman, & 
Kuteeva, 2018). To internationalise HE, the Brazilian government announced two 
programmes for teaching English such as Science without Borders (SwB) then 
English without borders (EwB), which aim to improve Brazilian English skills (Finardi, 
2016). EMI programmes in Brazil have seen growth in 2011 with the introduction of 
the SwB programme (Martinez, 2016).  
In many countries in Europe, EMI courses are seen as a sign of internationalising 
education and facilitating international collaboration (Earls, 2013). 
Internationalisation of education in many European countries was as a result of the 
Bologna process (Dearden, 2015). Although the principles of this process embrace 
the inclusion of a FL, this language is usually interpreted in many countries as 
English, including in: France (Reynolds, 2016), Italy (Molino & Campagna, 2014), 
Germany (Earls, 2013), the Nordic Countries (Airey et al., 2017) as English. The 
introduction of EMI programmes in Japan and South Korea comes under the issue 
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of several projects aiming to internationalise education (Kang, 2012; Rose & 
McKinley, 2018). 
‘Brain gain’ goes under the motive of internationalisation via EMI. Building an 
international educational system can create an attractive destination for 
international brains (Poon, 2013). South Africa used EMI to attract many South 
Korean students, who chose to study in its EMI universities because of their 
affordability, quality and believed effectiveness for improving English skills (Rooy, 
2008).   
EMI has also been used in the Gulf countries as a tool for brain gain and to 
attract global workforce (Al-Issa, 2017; Belhiah & Elhami, 2014). EMI in European 
countries is represented as a tool for brain gain and to recruit international students 
and researchers (Blattès, 2018; Earls, 2013). EMI is also used for similar purposes of 
attracting international intellects in South Korea (Kang, 2018; Kim, 2017) and in 
Japan (Shimauchi, 2018). In Japan, while elite universities are using EMI to attract 
international students, mass universities use EMI as a “survival strategy to attract” 
more home students by providing them with EMI and international education at 
home without the need to travel to Anglophone countries (Shimauchi, 2018, p. 81).  
The instrumental benefits of learning via English have also helped in the 
expansion of EMI in the world. In their study on EMI in Pakistan, Channa et al. 
(2016) found that parents prefer EMI schooling for their children to benefit from 
international mobility, pursuing further education and getting employment. In Hong 
Kong, English is considered important for the future careers of students (Evans & 
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Morrison, 2011). Thus, there is a wide preference for EMI education, even if it is 
private and costly (Kirkpatrick, 2011).  
Furthermore, EMI is seen in the Indonesian HE as a tool to enhance students’ 
English proficiency and learning motivation and gain job opportunities, enhance 
education, modernisation and connection to the world (Dewi, 2014; Simbolon, 
2016). In Francophone Cameroon, the instrumental value of English is found as the 
main motive for the preference of EMI over French MOI. This value includes access 
to research and science, career opportunities and global openness (Abongdia & 
Willans, 2014; Kuchah, 2017). EMI is also found to be preferred over Turkish-
medium instruction in Turkey because of the instrumental value of English and its 
benefits for the academic development of individuals (Başıbek et al., 2014). EMI in 
Turkey is associated by students with high accomplishment, self-confidence and 
literacy (Dearden & Akincioglu, 2016).  
The motives for the expansion of EMI have shifted in Thailand from historical 
reasons of integration to instrumental reasons, such as academic success, 
international reputation, a developed economy, global market, and tourism 
(Hengsadeekul, Koul, & Kaewkuekool, 2014; Wannachotphawate, 2015). Likewise, 
EMI in China is usually connected to successful high standard learning by the 
university or to instrumental goals by stakeholders (Hu & Lei, 2014). 
The reasons for the introduction of EMI in Italy are linked to the instrumental 
value and socio-economic benefits of English (Faez, 2011; Molino & Campagna, 
2014). EMI is used to increase the rate of job opportunities (Earls, 2013) and to 
benefit from other opportunities of using EMI, such as mobility, jobs, research, and 
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communication (Napoli & Sourisseau, 2013). In South Korea, English is perceived as 
the most necessary instrument for success (Kang, 2012). Thus, EMI is implemented 
in HE institutions in South Korea for improving students’ English proficiency “in 
preparation for entering the global market” (Kang, 2018, p. 47).  
The high social status given to English has created a positive image of EMI 
education, which in turn helped in promoting its expansion.  In their study on EMI in 
Pakistan, Channa et al. (2016) found EMI is preferred because of its social status and 
reputation. English is given a prestigious, powerful and positive status in Nigeria 
because it is associated with professional and educational success (Igboanusi, 
2008). Similarly, English is socially valued and given a prestigious place within 
Chinese society (Hu & Lei, 2014). 
Although EMI is not at the same stage of expansion in most countries, they share 
some common motives for the implementation of EMI. These motives are under the 
umbrella of internationalisation.  The internationalisation of education via EMI is 
considered as a tool for economic growth, the attraction of international brains. The 
instrumental benefits of EMI education and the socially valued representation of 
English further helped to promote the implementation and preference of EMI 
education. These common motives of EMI can be found in most contexts of 
contexts, with slight differences in their representations and appearance. However, 
in former British colonies, the primary reason for re-implementing and/or 
continuing to use EMI education is related to the colonial legacy of English.  
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2.6 EMI and Social Injustice 
EMI is not “a culturally neutral medium that puts everyone on an equal footing.” 
Yet, it is found to be creating social divisions within different societies (Phillipson, 
2008, p. 250). The practices of EMI in the modern world is related to a form of 
linguicism (umbrella term for linguistic imperialism) which refers to “how language 
contributes to unequal access to societal power and how linguistic hierarchies 
operate and are legitimated” (Phillipson, 1997, p. 239).  EMI in itself has not directly 
led to social injustice. Rather, the provision of EMI has been responsible for causing 
divisions inside the society and creating unequal learning opportunities.  
In former British colonies, the issue of social injustice is not a new phenomenon. 
Rather, it dates back to the imperialistic nature of imposing EMI by the British 
empire. As stated by Bhattacharya (2013, p. 165), “English schooling has historically 
either been unavailable to or forbiddingly expensive for the average person.” EMI 
schooling was only accessible to “social elites who became part of the wealthy, 
powerful ruling class” (Rubdy, 2015, p. 48). The imperialistic use of English during 
British colonialism, followed by the ongoing provision of EMI, has played a role in 
perpetuating social injustice. For instance, English in India is taught as a subject in 
state education and as the MOI in the elite private education and HE (Erling et al., 
2016). Schooling in India is divided based on the MOI: “the regional language 
system and the English language system.” While elite children are taught in EMI 
schools, children of lower classes are only exposed to the government choice of 
mother-tongue education. Hence, English is seen as a tool for higher social status, 
good education and a decent life (Vulli, 2014, p. 1). 
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In Pakistan, the MOI varies based on the schooling system. In military and elite 
private schools, English is the MOI. “Non - elite schools” also adopt EMI pedagogy, 
but of low quality. The government schools adopt Urdu as the MOI. Another 
schooling system called Madrasas, which is religious and free education, adopts a 
variety of MOIs (Coleman & Capstick, 2012, p. 15). This system has created unequal 
opportunities where the elites are offered EMI education, with its social and 
economic benefits.  
The poor quality of EMI education in other postcolonial contexts as Francophone 
Cameroon have resulted in the creation of social inequality. Children with high 
socioeconomic status overcame the weakness of EMI education, but poorer 
children are not able to afford extra English classes. In Francophone Cameroon, EMI 
is found “to be perpetuating exiting social injustices against the poor” (Kuchah, 
2017, p. 9). In Vietnam, EMI is criticised because of the creation of “socioeconomic 
inequality” where students with high socioeconomic status have greater access to 
English. Hence, they benefit from EMI education, get higher success rates and gain 
more job opportunities (Manh, 2012, p. 265). In Brazil, social injustice is an 
emerging issue because of the early stages and bottom-up application of EMI. 
English is only offered in private schooling. Hence, it is only affordable for classes 
with higher status. Thus, its provision as a MOI starts creating social ranking within 
the society based on their knowledge of English (Martinez, 2016).  
In the Gulf countries, the success and academic development of students and the 
recruitment of teachers are determined by their level of English (Rogier, 2012). The 
unequal provision of EMI and privilege given to English language skills can be seen 
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as a tool for creating unequal opportunities within these societies. Even in 
developed countries, there are instances of social inequality caused by the provision 
of EMI. In Germany, for example, despite the strong status of EMI, English 
proficiency is found to be unsatisfactory, which creates injustice issues related to 
the selection criteria for international conferences, high positions and jobs (Erling & 
Hilgendorf, 2006).  
Overall, EMI and the creation of social inequalities appear even in contexts 
where English has not any colonial history. Therefore, the colonial position of 
English is not the only reason for social injustice issues. The unequal practices and 
introduction of EMI are to blame leading to social injustice issues.  
2.7 Drawbacks of EMI Education 
  The implementation of EMI has been widely challenged because of several 
drawbacks, such as low level of English leading to hindrance to the processes of 
learning and teaching and poor educational attainment. Some drawbacks, such as 
the lack of well-defined policies, trained proficient teachers and teaching resources 
are mainly apparent in the postcolonial contexts.  
The ill-defined policies and lack of directions and planning are common problems 
with the implementation of EMI in these postcolonial contexts. In Malaysia, for 
instance, EMI policies are found implicit and lack “visible statements.” This might 
give freedom and autonomy to stakeholders within EMI schools on the ways and 
uses of English and other languages. Nevertheless, it led to different understanding 
and applications, which negatively affected students in their national exams that 
require a particular level of English (Ali, 2013, p. 88; Gill, 2006).  
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EMI policies are found to mismatch with the real practices in EMI classrooms. 
Students are confronted with policies that do not meet their English needs and skills 
(Bhattacharya, 2013). In Vietnamese education, the application of EMI in 
institutions is left on an autonomous basis without fixed and stated policies, which 
negatively affected the quality of education (Nguyen et al., 2016; Vu & Burns, 2014).  
Simbolon’s (2016) study of EMI university in Indonesia found that there is no clear 
understanding of EMI and its practices among teachers. Teachers show little 
knowledge about the teaching methods of EMI. Variant ways of teaching in EMI 
classes are found in which code-switching is predominated. There is also 
disagreement on the language to be used for assessment between L1 and English, 
where the majority prefer English. Pearson (2014, p. 39) has observed that the shift 
from French MOI to EMI in Rwanda may not have been entirely successful because 
of the lack of an “articulated plan”, direction and supervision. 
These different ways of the application of EMI in different countries are further 
explored and categorised by Macaro (2018). In his book English Medium Instruction, 
Macaro (2018) categorised the introduction of EMI into different models, such as 
“the ‘Selection Model, ‘the Preparatory Year Model’, the Concurrent Support 
Model’, ‘the Multilingual Model’, and the ‘Ostrich Model’’. In the Selection Model, 
students are selected to pursue their EMI university course based on their English 
skills. This leaves out students who are not able to meet the required “adequate” 
English proficiency. This model can be often found in Japan and China. The 
Preparatory Year Model is adopted in the United Arab Emirates, Turkey and Saudi 
Arabia. In this model, all students are provided with one year of preparatory English 
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course to be able to proceed to do their EMI degree at the university because their 
level of English is believed to be equally inadequate to start directly any EMI course 
(Macaro, 2018).  
According to Macaro (2018), the Concurrent Support Model, which can be found 
in some universities in Hong Kong, allows all students to pursue their HE degree in 
their chosen EMI courses. Yet, these students need to satisfy the adequate content 
knowledge requirements. Students are also provided with some language support 
(e.g. EAP) due to the linguistic and understanding difficulties they face during the 
course. The Multilingual Model, for Macaro (2018), can be integrated with any of 
the above models. It implies the use of English and L1 whether separately in 
different sessions or together in the same session. This model aims to facilitate 
students’ understanding or prepare them gradually to study in English. Macaro 
(2018), however, questioned the ability of international students to cope with this 
Multilingual Model because of their inability to interact or understand L1 of home 
students.  
The last model categorised by Macaro (2018) is called the Ostrich Model, which 
occurs when there is no real planning and care about the process of teaching. All 
the challenges of EMI courses are ignored in this model, hence it is considered by 
Macaro (2018) as “unacceptable”. I will return to these models later in the last 
chapter where I will also answer questions on which model is currently applied in 
the current FMI situation and whether any of these models could be successful in 
Algeria. 
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Regardless of the support and different strategies adopted in most of the above 
models of EMI, the drawbacks of EMI education are still inevitable in most contexts. 
In postcolonial contexts, in particular, the lack of resources and trained teachers in 
EMI courses are widely common. A report by the British Council showed that 
teachers in Pakistan are “ill-equipped to deliver the new English medium policy” 
(PEELI, 2013, p. 1). Gul and Aziz (2015) found that teachers’ knowledge of grammar 
and lexis is poor in EMI Pakistani institutions. EMI schooling in India is also 
questioned because of the lack of English proficient teachers and unsatisfactory 
English input (Meganathan, 2011). Tan (2011) demonstrates the absence of 
collaboration between content and language teachers and their inability to 
integrate both content and language in EMI classrooms in Malaysia. Oluwole’s 
(2008) study in Nigeria reveals other teaching problems of EMI such as “poor 
method of teaching, lack of textbooks, language background and lack of 
professional growth and development of teachers” (p. 41). 
The lack of resources, teacher’ training, valid assessment procedures, and English 
teaching materials are evident in countries, such as Rwanda (Pearson, 2014), 
Francophone Cameroon (Kuchah, 2017) and Indonesia (Bax, 2010). The application 
of EMI in Vietnamese HE is challenged by “pedagogical issues and resource 
availability” (Vu & Burns, 2014, p. 1). EMI in Francophone Cameroon is also 
criticized because of its poor quality of education (Kuchah, 2017). Although the 
drawback of lack of EMI resources is found specific to postcolonial countries, it is 
also evident in some non-postcolonial countries, such as France (Napoli & 
Sourisseau, 2013) and Japan (Leong, 2017).  
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The common drawbacks of EMI, which are inevitable in all contexts whether 
postcolonial or non-postcolonial are related to the low level of English and its 
negative impact on the process of learning and student educational results. It is 
even still debated whether the purpose of EMI is to enhance content, language 
learning or both at the same time. In theory, EMI is set to teach scientific content in 
English and focuses on the subject to be taught, while CLIL balances between the 
teaching of language and content (Aguilar, 2017; Costa & Coleman, 2013). Aguilar’s 
(2017) study on comparing EMI and CLIL at Spanish universities found that teachers 
tend to adopt and prefer EMI more than CLIL. For these teachers, EMI can 
guarantee an international profile and a successful career with less effort and 
judgment on their language proficiency. However, if EMI has been set to teach 
content rather than language, does it really achieve this purpose? 
In practice, it is found that EMI may not be a good choice for enhancing students’ 
academic development (Kirkgöz, 2009). In their study on EMI in Turkey, Başıbek et 
al. (2014) found that teachers believe content understanding is better achieved in 
Turkish medium of instruction rather than in EMI classrooms. Ellili-Cherif and 
Alkhateeb’s (2015) study reveals that students prefer Arabic as the MOI, rather than 
EMI for understanding and learning. Another study (Sert, 2008) found that EMI is 
perceived to be only effective for enhancing English language skills, but not content 
development. However, Dearden and Akincioglu’s (2016) study showed a decline in 
students’ English level at higher levels. This reflects the challenges of EMI education 
that seem to be increasing throughout time, which in turn negatively affect 
students’ language skills.  
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At the same time, Macaro (2018) also demonstrated that whether EMI could 
result in an improved proficiency in the English language is still unclear in the 
existing EMI literature. In their systematic review of 83 studies on EMI in HE, 
Macaro et al. (2018) also showed that there is a lack of evidence supporting the 
impact of EMI not only on improving English skills but also on fostering content 
learning. 
Evans and Morrison’ (2011) study showed students’ discomfort, difficulties and 
low use of English in Hong Kong EMI classrooms. After a considerable period of 
absence from the educational scene in Myanmar, English was implemented as MOI 
in the 1980s (Kam, 2002). Teachers, however, found themselves unable to teach in 
English, since their knowledge was acquired in another language (Kyu,1993, as cited 
in Kam, 2002).  
Manh (2012) found that there is no interaction between students and teachers 
because of their low level of English in Vietnam. Even when teachers are qualified 
and trained abroad, students have difficulties interacting with them because these 
teachers’ proficiency is found inadequate for students’ low level (Manh, 2012, p. 
265). Vu and Burns’ (2014) qualitative study displays the different challenges faced 
by lecturers in EMI undergraduate courses in Vietnam. Some of these challenges are 
related to lecturers’ “own language abilities, students’ language competence and 
learning styles” (p. 1).  
The practices of English in EMI schools are found diverse within Indonesian 
different schools (Coleman, 2011). Bax (2010) therefore recommended the 
improvement of EMI programs by developing English teaching materials. In 
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Rwanda, teachers’ previous knowledge acquired in French and students’ low level 
of English have negatively affected the implementation of EMI (Pearson, 2014). Low 
English proficiency has been also reported in Francophone Cameroon EMI schools 
and EMI programmes in Brazil (Martinez, 2016; Kuchah, 2017). Hu and Lei’s (2014) 
study of EMI in Chinese HE reveals that the use and understanding of English are 
low for both teachers and students and there was not any improvement in 
students’ level of English in EMI courses.  
English proficiency and the lack of English exposures are found among the main 
challenges for implementing EMI in the universities in Japan (Leong, 2017). Napoli 
and Sourisseau’s (2013) study on EMI in France also displayed various challenges of 
teaching in English. Kim’s (2014) study of EMI in South Korea found that both 
students and teachers lack adequate English language knowledge for the proper 
implementation of EMI.  
As a result, the introduction of EMI is causing hindrance to the process of 
learning. EMI is seen as an obstacle to learning, acquiring knowledge and 
understanding in the Pakistani context (Channa et al., 2016). EMI in India has been 
also criticised because of the “poor educational results” (Rao, 2013, p. 276). 
Kagwesage (2013) found that students struggle to study through English in Rwanda 
EMI classes, hence they use different languages to facilitate understanding.  
In a research project on EMI in Turkey by the University of Oxford, Dearden and 
Akincioglu (2016) reported several problems of EMI education in Turkey. Many 
students found learning within EMI classes challenging. Kirkgöz (2009) also showed 
that students in EMI courses at a Turkish university found it difficult to meet the 
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required academic tasks and have a low confidence in interacting with their 
instructors using English.  
Even when teachers are English ‘native speakers’, studies (e.g. McLaren, 2011, & 
Solloway, 2016 in the UAE) demonstrate the challenges of studying and teaching in 
EMI classrooms for both teachers and students. Thus, the question whether native 
or non-native English speakers are preferred for teaching in EMI courses is another 
debate in EMI studies. English native speakers might be more efficient in enhancing 
students’ English skills because of the provision of constant English exposure. 
However, a review of literature reveals that home teachers might be better than 
English native speakers for students’ learning.   
Research findings (Costa & Coleman, 2013, p. 17; Evans & Morrison, 2011) 
showed that students in EMI schoolings prefer to be taught by “native speakers of 
their own language,” as they feel more comfortable using the language and making 
mistakes. Belhiah and Elhami’s (2014) study found that when lecturers are English-
native speakers, students have difficulties in coping with them because of their 
basic English skills. Dearden and Akincioglu’s (2016) study on EMI in Turkey showed 
different results, where students express their frustration towards their home 
teachers’ English proficiency. However, this might be a result of students’ 
perceptions valuing native over non-native English speakers.  
In Italy, Molino and Campagna’s (2014) study of EMI in Politecnico Milano 
University found that stakeholders and educationalists oppose EMI and doubt its 
success because of the learning difficulties. It is found that teachers usually need 
more time and extra efforts for preparing and teaching EMI lectures in France 
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(Napoli & Sourisseau, 2013). In South Korea, the language barrier of EMI 
complicated the learning process and created unbalanced language practices 
between classrooms in HE institutions (Kang, 2018). These drawbacks of EMI might 
be the result of the ignored linguistic profile of context where it is introduced and 
the nature of actual practices in EMI settings. Thus, the questions that need to be 
asked would be: Are multilingual practices inevitable in EMI classrooms? And are 
these practices promoting or hindering the progress and growth of EMI?       
Research findings acknowledge that multilingual practices are an inevitable 
aspect of EMI settings. Tabaro’s (2015) and Kagwesage’s (2013) investigation of EMI 
classrooms in the HE in Rwanda demonstrated the multilingual nature of EMI 
classrooms. Students’ multilingual practices within EMI classrooms are found as a 
way to cope and interact with academic tasks. Even when there is a positive 
attitude towards EMI; multilingual practices remain widely used and preferred 
within these settings (Belhiah & Elhami, 2014; and Bolton & Botha, 2017). 
Reynolds’s (2016) study in France also revealed the bilingual nature of EMI 
classrooms in Nantes University. The multilingualism feature of EMI classrooms 
explains the low use of English found constantly in research (Bennui & Hashim, 
2014; Faez, 2011; Wannachotphawate, 2015) within EMI educational settings.   
As Phillipson (2010, p. 201) suggested that “the designation ‘English-medium’ 
excludes other languages—maybe from the lecture room and course materials, but 
hardly from the heads of the students or of local teaching and administrative staff, 
who are bi- or multilingual.” Therefore, acknowledging the use of other languages 
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of the target context in EMI settings might be an effective way for at least 
understanding how it works. 
2.8 Conclusion  
This chapter is an introductory literature review of the field of EMI research. The 
chapter first explores the different understandings of EMI. It shows that there is a 
wide terminological confusion regarding its definition and labelling.  The definition 
adopted in the present study considers the different external and internal factors 
affecting the implementation of EMI. Top-down EMI occurs when EMI is officially 
implemented including the exclusive use of English in all educational settings. The 
bottom-up EMI, however, is the unofficial and unplanned use of English by 
teachers, students, or other agents within the educational contexts. While a variety 
of labels of EMI have been suggested, the present study adopts the label English as 
a Medium of Instruction. The reason for choosing this label is consistency with 
relevant terms to the expansion of teaching English such as English a foreign 
language, English as a second language, English as a lingua franca.  
The chapter analyses a considerable number of studies on EMI. The analysis 
focuses on their methodological orientations and selected settings for their 
investigation. While the existing studies have explored EMI in a wide range of 
contexts, they tend to focus on one dimension of EMI using either survey or 
interviews. EMI is investigated from perspectives and attitudes rather than actual 
practices. The present study, however, uses different methods to explore the 
multidimensional factors of EMI such as policy, practice and attitudes. While little 
attention is given to the regional and linguistic differences between different EMI 
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schooling, the present study includes these variables by exploring EMI in both 
peripheral and major cities.  
This chapter discussed the motives of the introduction of EMI, social injustice 
and drawbacks caused by the implementation of EMI in different contexts. The 
motives for the expansion of EMI in former British colonies have been historically 
related to colonialism. These countries are currently re-implementing or continuing 
EMI education because of the internationalisation of education and socio-economic 
benefits of English, as in many other contexts. Internationalisation was, however, 
the main motive of the introduction of EMI in many contexts. Internationalisation of 
education using EMI is presented as a source for mobility and economic 
development, brain gain and attracting global workforce.  
On the other hand, social injustice is found as a common issue associated with 
EMI education in most contexts. However, it is more apparent in former British 
colonies, which might be possibly a colonial hangover. EMI in these countries is the 
property of only elites, high-class students, while the majority are taught through 
regional languages like in the cases of India and Pakistan. Another form of social 
injustice is found in non-British former colonies, as in Francophone Cameroon and 
Vietnam, where upper- and middle-class students receive English language support 
and better EMI schooling. Hence, these students usually reach higher levels and 
positions. Even in non-postcolonial settings, the provision of EMI has created social 
injustice issues, as in Germany and the Gulf countries.  
EMI education has been also criticised for several common drawbacks, such as 
low level of English proficiency, difficulties in learning and teaching, low students’ 
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performance, and lack of EMI materials of teaching and assessments. These 
drawbacks led to questioning the introduction of EMI and its effectiveness for 
teaching content and language. In postcolonial contexts, such as Malaysia and 
Rwanda, EMI is further criticised for the ill-defined EMI policies and planning and 
lack of teaching resources. This might be the result of the lack of research on the 
impact of EMI on content and language attainment, which might guide and inform 
policies, as shown in the above section.  
Whether English has a deep-rooted existence, ‘neutral’ status or negative status, 
EMI has proved to be challenging in all contexts. On the one hand, the 
implementation of EMI is believed to have a positive impact on the economy, 
societies and individuals. It has, on the other hand, caused some problems in the 
same sectors. This is what Phillipson (2010, p. 11) described as the contradictory 
that “the popular ‘demand’ for English-medium schools or instruction reflects 
awareness that success in English opens doors, but has little to do with insight into 
what has to be in place in education to ensure successful learning– meaning, in 
particular, well-qualified teachers and the cognitive development of children in the 
mother tongue.” 
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Chapter 3 The Spectrum Model of the Expansion of 
EMI  
3.1 Introduction  
The expansion of EMI around the world is in “a state of flux. From country to 
country [it] is being promoted, rejected, refined and sometimes even reversed” 
(Dearden, 2015, p. 15). EMI has emerged as a tool for the recruitment of 
international students, the internationalisation of education and economic growth 
(Dearden & Akincioglu, 2016; Macaro, 2018). It is also used as “a cure-all for the ills” 
for the shortfalls of some educational systems (Erling & Hilgendorf, 2006, p. 287).  
On the other hand, the implementation of EMI suffers from some drawbacks 
discussed in the previous chapter, such as lack of resources, students’ difficulties in 
learning, and issues of social injustice (Coleman, 2006; Rahman, 1997; Tamtam, 
Gallagher, Olabi, & Naher, 2012). It has been blamed for language endangerment 
and linguicide (Phillipson, 2008). The implementation of EMI may also cause 
situations in which English finds itself in competition with local, national and even 
former colonial languages in education. The postcolonial, linguistic and 
development features of a context have an impact on the introduction of EMI and 
on the language competition between English and existing languages.  
In this chapter, I discuss the expansion of EMI through the lenses of Braj Kachru's 
Three Circles of English, which I have adapted by considering intervening variables, 
such as the postcolonial, linguistic and development features of countries. By 
combining Kachru’s perspective of the expansion of English with influential factors 
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of EMI, the expansion of EMI is represented as fluid spectra, and this is what I call 
the Spectrum Model of the expansion of EMI. The Spectrum Model contributes to 
understanding of the expansion of EMI, which is generally described only from a 
geographical perspective.   
3.2 The Expansion of EMI from the Perspective of World 
Englishes 
In 1985, Kachru introduced one of the most influential models to explain the 
expansion of English in the world. In his model of Three Circles of English, Kachru 
has broadened the understanding of English from “one” entity to “many” Englishes. 
Kachru’s innovative model of World Englishes rejected the idea of the superiority of 
one English over the other based on its precedence in the history of the spread of 
English (Kirkpatrick, 2007, p. 28). The model is described as a symbol of “diversity, in 
opposition to rigid and immutable sameness” (Saraceni, 2015, p. 51). The idea 
behind Kachru’s (1992, pp. 356–357) model is that the expansion of English in the 
world can be represented through three principle circles:   
The Inner Circle refers to the traditional cultural and linguistic bases of 
English. The Outer Circle represents the institutionalised non-native 
varieties (ESL) in the regions that have passed through extended periods 
of colonialism. […] The Expanding Circle includes the regions where the 
performance varieties of the language are used essentially in EFL 
contexts.  
 
Kachru’s circles depict the diasporas of English around the world. A useful 
summary of these diasporas is given by Jenkins (2015, p. 15) and Saraceni (2015, p. 
50):  
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1. The Inner Circle includes Anglophone countries (e.g. United States, Australia and 
New Zealand) where there was the first diaspora of English. The arrival of 
English in these countries was a result of settler colonisation, where English 
substituted indigenous languages and stood as the national language. Currently, 
English tends to be the native language (ENL) in these countries. It is also 
perceived as the “norm-providing” for the teaching and expansion of English in 
other countries.  
2. The Outer Circle represents the second diaspora of English, which appeared 
because of exploitation colonisation in former British colonies. English in this 
circle tends to be the second language ESL. It is perceived as a “norm-
developing”. Countries develop their own uses, features and criteria of English 
based on their contextual differences.  
3. The Expanding Circle encompasses the last diaspora of English caused by the 
expansion of English as an international language. English is a foreign language 
EFL in countries of this circle. It is perceived as a “norm-dependent” on other 
norms of Englishes in the inner circles and sometimes the outer circle.  
Kachru’s model of World Englishes has been criticised by a number of scholars 
over the years (Bruthiaux 2003; Jenkins 2003; Pennycook 2003; Yano 2009; Saraceni 
2010), especially with regard to its excessive simplicity. According to Bruthiaux 
(2003), the main shortcoming of the ‘circles’ concept is that it is “a nation-based 
model that draws on historical events which only partially correlate with current 
sociolinguistic data” (p. 172) and names varieties of English “on the basis of largely 
non-linguistic factors such as political boundaries” (p. 174). When applied to the 
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expansion of EMI, a similar criticism can be made, as shown in Figure 3.1. 
Accordingly, Kachru’s model can be modified in order to develop a more fine-
grained model. 
  
Figure 3.1 The expansion of EMI, based on Kachru's (1992, p. 356) Model of World  
Englishes.   
 
3.3 The Spectrum Model of the Expansion of EMI  
The Spectrum Model of the expansion of EMI combines both Kachru’s 
perspective of the expansion of English and the linguistic, historical and 
development features of the countries. It is called the Spectrum Model because it 
reflects the flexible mechanism of the expansion of a spectrum, which expands from 
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one point (the notion of teaching via English) producing other interrelated 
expanded forms of teaching through English. The boundaries between these 
different spectra are fluid and not rigid. The linguistic, postcolonial and 
development features of the countries have a role in shaping the different and/or 
similar forms of teaching via English. 
 
 Figure 3.2 The Spectrum Model of the Expansion of EMI.  
 
The Inner Spectrum, as shown in Figure 3.2, represents Anglophone countries. 
This inner context is not included in the discussion of the expansion of EMI because 
the notion of EMI does not occur in Anglophone countries. Teaching via English in 
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these countries is perceived as a natural and standard practice of teaching, as 
English is the main (or only) language for the majority of the population.  
The Outer Spectrum represents former British colonies. EMI generally occurs in 
these contexts as a form of teaching via English as a second language. However, 
English also plays the role of a first language for a significant proportion of students 
in this spectrum, especially in some countries, such as Singapore and India. The 
arrow of teaching via ENL only goes towards the inner spectrum, where teaching via 
ENL appears most clearly. Whereas, the arrow of EMI (teaching via ESL/EFL) goes 
towards the areas where the different forms of EMI occur most clearly.  
The expanding area reflects three different regions of the expansion of EMI, 
where English is an international lingua franca. The expanding area of EMI is further 
divided into three spectra because of contextual differences, such as postcolonial, 
linguistic and development aspects of the countries:  
1. Expanding Spectrum 1 represents the expansion of EMI in postcolonial non-
British colonies.  These countries are separated from the other expanding areas 
because of their colonial history. They are also different from the countries of 
Kachru’s Outer Circle because they are not former British colonies. The 
expansion of EMI in this spectrum has generated competition between English 
and former colonial languages over the positions: the first foreign language, 
MOI or even official language. 
2. Expanding Spectrum 2 represents the expansion of English in non-postcolonial 
developing countries. In these contexts, EMI has caused another type of 
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language competition between English and national or local languages as 
symbols of cultures and identity.    
3. Expanding Spectrum 3 reflects the expansion of EMI in non-postcolonial 
developed countries. These countries have a similar status (such as developed) 
as Anglophone countries, therefore there is a competition between their 
national languages with English over the status of international language. At the 
same time, they are still adopting EMI, as it is the current means for 
internationalisation and instrumental benefits. Detailed analysis of the 
differences between these spectra in terms of the expansion of EMI and 
language competition taking place is presented in the following sections. 
3.3.1 Postcolonial contexts: Outer Spectrum and Expanding 
Spectrum 1 
The Spectrum Model of the Expansion of EMI differentiates between British and 
non-British former colonies where the historical presence of English is different. In 
the Outer Spectrum (former British colonies), English was a medium of instruction 
[MOI] under colonial rule because it was the language of the colonial power, though 
local languages were also used as MOI but usually in primary schools. After 
independence, English continues to be the MOI in some countries (e.g. Singapore) 
or at some levels of education (e.g. HE). However, in other countries (e.g. Malaysia) 
English has been partially replaced by the national language.  
In the Expanding Spectrum 1 (non-British colonies), EMI is an emerging 
phenomenon. The MOI in these countries is usually the language of former 
colonisers. In these countries, colonial languages are found in a competition with 
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English over the status of MOI and/or first foreign language, as will be discussed in 
the subsequent sections. In the following analysis, I distinguish between EMI in 
former British (Outer Spectrum) and non-British colonies (Expanding Spectrum 1).  
3.3.1.1 The Outer Spectrum: former British colonies   
Countries of the Outer Spectrum share common characteristics in relation to the 
status of English. English plays official roles in most of these countries.  English is 
seen as “the language of power in most of the important domains” (Wolf & 
Igboanusi, 2006, p. 2). In many former British colonies, English is “firmly rooted” 
within their educational institutions (Clegg & Simpson, 2016, p. 360). Despite the 
strong status of EMI in former British colonies, there is a debate between the 
proponents of EMI versus the proponents of local or national languages in the 
Outer Spectrum. Ng g  (1986) related this conflict to the imperialism of imposing 
English in education in comparison with the low status given to local languages: 
Any achievement in spoken or written English was highly rewarded; 
prizes, prestige, applause; the ticket to higher realms. English became 
the measure of intelligence and ability in the arts, the sciences, and all 
the other branches of learning. English became the main determinant of 
the child’s progress up the ladder of formal education. (p. 12) 
 
Phillipson (1997, p. 240) described the prioritisation of colonial former languages 
(e.g. English in former British colonies) as MOIs instead of local languages as a form 
of linguistic imperialism. This is what creates later the “linguistic hierarchisation” of 
these languages. The positive attributes accorded to English have given the right to 
this language to supersede other local languages and undermine their positions 
(Phillipson, 2008). The linguistic imperialism of English has created competition, 
particularly in education between the supporters of localisation (opposing any form 
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of linguistic imperialism) via the use of local or national languages as MOI versus 
supporters of internationalisation via the implementation or colonial continuation 
of EMI.  
This section further discusses this language competition and the current MOI and 
status of EMI in the educational systems of former British colonies. Table 3.1 
provides the current picture of the MOI in the selected countries because MOI in 
these countries is unstable and highly controversial. Additionally, the actual 
practices of the MOI in the selected countries are usually different from the stated 
policies because of the lack of resources and the controversy on languages and 
policies. The reason behind discussing the selected countries in Table 3.1 (Hong 
Kong, India, Malaysia, Nigeria, Pakistan, Papua New Guinea, Singapore and South 
Africa) is that they represent the expansion of EMI in the Outer Spectrum, based on 
the Spectrum Model (Figure 3.2).  
Table 3.1 An Overview of MOI in Former British Colonies 
Educational 
level           
Regions    
Primary schools  Middle 
Schools   
Secondary 
Schools 
Higher 
Education  
Hong Kong  Chinese  Chinese and/or English  English  
India Three-language formula: regional or mother 
language, Hindi and English 
English  
Malaysia  Bahasa Melayu 
and some 
schools: English, 
Tamil and 
Chinese  
Bahasa Melayu Bahasa 
Melayu for 
bachelor’s 
degree then 
English  
Myanmar  Myanmar 
(Burmese)  
Myanmar (Burmese) and 
English for scientific 
subjects   
English  
Nigeria The language of the immediate 
environment of the child then 
English from fourth year 
English  English 
Pakistan  Urdu and other regional languages and English 
for scientific subjects 
English  
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Papua New 
Guinea 
Mother language then English 
from grade 7 
English  English 
Singapore English English English English 
South Africa Home language 
and then English 
or Afrikaans from 
grade three 
English or 
Afrikaans 
English or 
Afrikaans 
English, but 
some 
universities 
use Afrikaans 
 
As stated in Table 3.1, EMI is more widespread in some surveyed countries or at 
some levels (e.g. HE) than others. The country with the widest implementation of 
EMI is Singapore. In this country, English is predominant within its MOI policies. 
English is the MOI in all subjects in primary schools and both private and public HE 
(Bolton, Botha, & Bacon-Shone, 2017; Kirkpatrick, 2011). While English is chosen as 
the MOI in Singapore, ‘mother tongues’ are taught as a second language within 
schools with the stated purposes of protecting national and ethnic identities (Sonck, 
2005). Although these are called ‘mother tongues’, this is a label used by the 
Singaporean government to describe the heritage languages of the three main 
ethnic groups: Mandarin for the Chinese, Malay for the Malay, and Tamil for the 
Indians, regardless of whether people actually speak such languages or not.  
EMI in Singapore means the exclusive use of English throughout the entire 
teaching process, including teaching resources and the language of teaching (Chua, 
2010). Considering the depth and ranges of the expansion of EMI in Singapore, it is 
questionable to place this country in the Outer Spectrum. This is because of its 
shared features with countries of the Inner Spectrum. However, the context of 
Singapore remains postcolonial, which is different from the context of countries in 
the Inner Spectrum. Nevertheless, this postcolonial classification is more a historical 
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label. Hence, Singapore is, really, between the Outer Spectrum and the Inner 
Spectrum.  
Another country where EMI is predominant in the education system is Nigeria. 
However, the use of English in this country is not as prevalent as in the context of 
Singapore. English in Nigeria is the main MOI in all educational levels apart from the 
first four years of primary education (known as “Lower Basic education”). The MOI 
in primary education is “the language of the immediate environment” of the child. 
English is taught as a subject in primary schools, then it is used as the main MOI 
from fourth grade until HE (Ibrahim & Gwandu, 2016; Igbokwe, 2015; Udofot, 
2011).   
In other countries of the Outer Spectrum, EMI is seemingly widely used within 
the education system as in the case of Papua New Guinea. In this country, the three 
first years of primary education are taught in the mother language to facilitate the 
learning of basic knowledge. Then, English is added to this language as a second 
MOI until grade seven. After that, English is the only prescribed MOI in all other 
levels (Malone & Paraide, 2011). In this context, the use of local languages in 
primary schools was a result of local efforts to promote local languages as opposed 
to English. The implementation of local languages was found effective in relation to 
students’ increased registrations, decreased withdrawal from schools and 
engagements within the learning process (Bühmann & Trudell, 2008). 
As shown in Table 3.1, EMI is prevalent within the educational systems of 
Singapore, Nigeria and Papua New Guinea. However, it would be simplistic to group 
all of these countries together within the same area in the Outer Spectrum. 
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Therefore, it is very important to note the differences between the official 
recognition and actual application of EMI in education institutions where 
multilingualism is also acknowledged. Although the expansion of EMI in former 
British colonies is within the Outer Spectrum, the status of EMI in these countries is 
not all the same. Therefore, the depth of expansion of EMI in some countries (e.g. 
Singapore) can be more than in other countries, such as Nigeria or Papua New 
Guinea, as shown in Figure 3.3.  
  
 
Figure 3.3 The expansion of EMI in the Outer Spectrum.  
 
These differences in the expansion of EMI between different countries are also 
found in the same country but between different levels of education. Figure 3.4 
reflects these differences in the case of Hong Kong, where the expansion of EMI in 
HE contrasts to policy at lower levels of education. The MOI in Hong Kong is Chinese 
in primary education and English in HE, but in secondary education the MOI has 
been subject to significant debate (Poon, 2013). In 2010, the termed fine-tuning 
MOI policy was implemented because of the negative impact of compulsory 
Chinese as a MOI [CMI] policy on the overall level of English and low university 
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enrolment. This policy allows the implementation of either CMI, EMI or partial EMI 
classes based on the schools’ abilities to teach in English (Poon & Lau, 2016).  
The practices of the fine-tuning MOI policy are found to be problematic because 
students in CMI schools have a low level of English and have more difficulties in 
English national examination and their HE career (Evans & Morrison, 2017). In HE, 
unlike secondary education, EMI is “uncontroversial as policy” in the HE sector in 
Hong Kong and English is widely used and accepted as the MOI in many HE 
institutions (Evans, 2017; Kirkpatrick, 2011; Poon, 2013). However, there is still an 
ongoing debate over the reality of the application of EMI in practice (Corrigan, 
2015).  
 
Figure 3.4 The expansion of EMI in Hong Kong.  
Other countries that have internal differences in the expansion of EMI between 
different levels of education tend to promote both multilingual MOI and EMI at the 
same time. In South Africa, eleven home languages are selected as the MOI in the 
first three years of primary schools based on the choice of schools and their 
students. Then, teaching shifts to either EMI or Afrikaans as MOI in the following 
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levels of education (Heugh, 2013). This autonomy of the language policy was set to 
avoid any linguistic hegemony on individuals as happened in the past Bantu 
education (Lafon, 2009). Bantu education was a law adopted by the Apartheid 
system to segregate between the black and white in South Africa. Under this 
system, “only students whose mother tongue was English or Afrikaans were at an 
advantage.” Both Afrikaans and English were considered higher than other African 
languages (Tshotsho, 2013, p. 39).  
Currently, English is used as the main MOI in South African HE (Kamwendo et al., 
2014). The language policy in South Africa of promoting indigenous languages is not 
implemented on the ground because of the lack of resources in these languages and 
the lack of government support for its implementation. English remains the 
dominant MOI because of its strong status and wide preference (Tshotsho, 2013). 
According to the Council on Higher Education [CHE] 2001, most universities offer 
EMI courses, even within the other few universities offering Afrikaans as a MOI. 
Thus, the implementation of the policy is subject to criticism because of the 
prioritisation of English and exclusion of minority languages (Igboanusi, 2008). In 
this context, decision-makers are blamed for the widely held negative attitudes 
towards minority languages compared to English as a MOI or Afrikaans (Adegbite, 
2003). EMI has also been blamed for the widespread belief that sciences cannot be 
taught via indigenous languages. This led the proponents of local languages in South 
Africa to adopt the Africanization or vernacularization of the HE to stand against this 
notion (Kamwendo et al., 2014). 
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Going further within the Outer Spectrum, countries such as Pakistan have 
internal differences in the depth of the expansion of EMI (as shown in Figure 3.5) 
because the MOI in Pakistan is based on the type of schooling system. Elite private 
schools, schools of the armed forces, Non - elite ‘English - medium’ schools adopt 
EMI at all levels. The practices of EMI in these schools differ from one school to 
another (Coleman & Capstick, 2012, p. 15). State schools use Urdu as the MOI and 
other regional languages are also used in some regions. The status of English is 
changeable between a compulsory subject and MOI. In 2010, English was 
announced as the MOI for teaching scientific subjects in Pakistani public schools, yet 
this policy was found to be rarely implemented. In Pakistani HE institutions, English 
is the medium of instruction (Coleman & Capstick, 2012; PEELI, 2013). 
 
 
Figure 3.5 The expansion of EMI in Pakistan.   
 
The difference between private and state schools in the expansion of EMI is also 
found in the case of India. However, MOI in Indian public schools is multilingual. 
India issued the ‘three-language formula’ during the 1960s to promote the teaching 
of three languages (regional or mother language, Hindi and English) (Meganathan, 
2011). The three-language formula policy entails that from the first to the fourth 
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grade, mother tongue is the MOI, while from grade 5 to 7 a second language (either 
Hindi or English) is added. From the eighth grade till the tenth grade, the three-
language formula (regional or mother language, Hindi and English) is applied.  After 
that and until the 12th grade, “no language is obligatory. This decision is left to the 
schools” (Hornberger & Vaish, 2009, p. 301).   
Social pressure for the demands of English led many state Indian schools to 
choose English as an additional MOI or EMI (Erling et al., 2016). Meganathan (2011) 
shows that EMI primary, middle and secondary schoolings in India have increased 
from 5% to 13%, from 16% to 18% and from 18% to 26%, respectively during a 
period of 1993-2002. In HE, EMI is currently widely prevalent in most Indian 
universities (Trines, 2018). The Indian language policy maintains EMI in HE, despite 
the attempts to promote regional languages as the MOI (Erling et al., 2016; Vulli, 
2014).  
In Malaysia, the MOI situation is more known for its twists and turns. The 
proponents of local or national languages in Malaysia opposed the implementation 
of EMI, which resulted in reversing the language policy several times. During the 
post-independence era, the first shift was from English to Malay for national unity 
purposes. During this period, English was a second language and compulsory 
subject (Ali, 2013; Gill, 2006). Although Bahasa Melayu currently is the “the 
primary” MOI in public schools (Clark, 2014), English was introduced in 2003 as a 
MOI for maths and science subjects in national schools and public universities (Gill, 
2006).  
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Local ethnic groups and nationalists challenged this EMI policy to protect their 
local languages or national identity, respectively (Hardman & A-Rahman, 2014). In 
2012, EMI policy was reversed to Malay as the main MOI and English was taught as 
an additional language in secondary and primary schools, based on the government 
announcement in 2009 (Yang & Ishak, 2012). In some primary schools, English, 
Tamil and Chinese are used as the MOI, but then these languages are taught as only 
an additional language in middle and secondary schools (Europa World online, 
2018). In HE, Bahasa Melayu is the MOI in most subjects at undergraduate level. 
EMI is, however, used for some scientific courses and postgraduate degrees (Clark, 
2014).  
The differences in the expansion of EMI over time can be found in countries such 
as Myanmar. After independence in 1948, the national language Myanmar was 
declared as the official language. While Myanmar was chosen as the MOI in 
education, English was thought as a FL (Tin, 2014). Therefore, the position of 
Myanmar in the Outer Spectrum is questioned because of “the marginalization of 
English” that occurred in this country after independence. Thus, English is not 
considered as a second language for most of the population (Kirkpatrick, 2008, p. 
28; Tin, 2014).  
Local languages in Myanmar are not widely promoted within education, which 
has created continuous disputes (Kosonen, 2017). The major ethnic group “Bamar 
(Burman)” has only promoted their language Burmese in official legislation and 
education, while several ethnic groups and languages were marginalised (South & 
Lall, 2016, p. 133). Currently, English is considered “as a subject from the first year 
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of primary school, as the MoI for maths and science in upper secondary school and 
as the MoI in tertiary education.” (Kirkpatrick & Liddicoat, 2017, p. 178). Whereas 
local languages are still excluded to be used in education. While the hegemony of 
imposing Myanmar language threatened local languages in Myanmar, English is also 
posing an additional threat on the ability of these languages to resist (Wong, 2017). 
English in Myanmar is, as in the countries of the Outer Spectrum, a colonial 
language. Myanmar is within the Outer Spectrum, yet it is placed at the end of the 
spectrum considering its post-independence exclusion of English. The expansion of 
EMI in this country is divided into two Eras shown in Figure 3.6. In postcolonial 
Myanmar, English and/or EMI was excluded, while in more recent years EMI has 
begun to grow.  
 
Figure 3.6 The status of EMI in Myanmar.   
 
In former British colonies (the Outer Spectrum), with the exception of Singapore, 
the MOI in all levels of education prior HE is usually mother-tongue, local or 
national languages, with or without English as an additional MOI. The reason for 
implementing these languages are debates on promoting local languages (e.g. in 
Chapter 3 The Spectrum Model of the Expansion of EMI  93 
     
South Africa and Papua New Guinea) or national languages (e.g. in Malaysia) or 
facilitating learning and understanding for students (e.g. in Nigeria and Papua New 
Guinea). English is usually the MOI in HE, despite its diverse practices. EMI is seen as 
the common MOI for scientific courses (e.g. Malaysia and Pakistan) or in private 
schools (Pakistan and India).  
Considering the differences in the depth and range of the expansion of EMI, 
these countries are placed differently on the scale of the expansion of EMI in the 
Outer Spectrum. Even within the same country, there are differences in the 
expansion of EMI between different levels of education (e.g. in Hong Kong) or over 
periods of time (e.g. in Myanmar), which are also placed within different scales 
within the Outer Spectrum. These scales are only estimated because the language 
practices, policies and status of EMI are changeable phenomena. In this spectrum, a 
much debated-question in the implementation of EMI is related to the competition 
created between local or national languages and English. While EMI is given a 
prestigious and powerful status, local languages are often excluded in education.  
3.3.1.2 The Expanding Spectrum 1: Non-British colonies  
The expansion of English in this spectrum is different from the Outer Spectrum. 
English has reached these countries as an international lingua franca, rather than a 
colonial language. In countries within the expanding spectrum 1, English appears to 
undermine the status of colonial languages such as French, Spanish, Dutch, German 
or Russian. English is found gradually taking over their positions: either first foreign 
language or MOI.  
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However, it is important to recognise that the language competition between 
colonial languages and English is not the same in all the surveyed contexts. Different 
contextual variables influence this competition. The type of colonialism, as shown in 
Figure 3.7, affects the depth of the expansion and connotations of English. In 
colonies of exploitation colonisation such as Rwanda, the expansion of English is 
found in its advanced stages, while in other colonies of the ‘settlement 
colonisation’, the expansion of English tends to be in its preliminary stages as in the 
case of Peru and Brazil, as explained in detail in this section. Nevertheless, the 
desire for implementing EMI is also found within these contexts.  
 
Figure 3.7 The expansion of EMI in the Expanding Spectrum 1: Non-British Colonies. 
 
Figure 3.8 below further depicts this relationship between English and former 
colonial languages in the following countries (Rwanda, Francophone Cameroon, 
Indonesia, Vietnam, Estonia, Peru and Brazil).  The rationale behind selecting these 
countries is that they share their common feature of being non-British colonies, 
where English is usually a FL and EMI appears as a form of teaching via EFL. The 
selected countries also represent different former colonies, geographical regions 
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and stages of the expansion of English. As shown in Figure 3.8, English is gradually 
taking over the position of colonial language as a MOI and/or the first foreign 
language. During the colonial era, the colonial language was dominant in all sectors. 
After independence, both national languages and colonial languages are recognised 
in the official constitutions. The status of colonial languages (either as a MOI or the 
first foreign language) is later taken by English during the globalisation era. In Figure 
3.8, the order of the countries is based on the presence of English in their education 
systems and type of colonialism (settlement or exploitation). Countries (these 
usually had exploitation colonialism) where English has already secured a stronger 
position (e.g. MOI) are placed at the top, while other countries (these usually had 
settlement colonialism) where English is at the beginning stages of its expansion are 
placed underneath. The discussion as well follows this structure. 
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Figure 3.8 The move towards EMI in non-British Colonies. 
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Rwanda provides an example of the constant shift in policy that ended with the 
introduction of English as a MOI in the place of French, the language of Belgium 
colonialism. After independence in 1962, French was the MOI in Rwanda from the 
fourth grade until HE, and Kinyarwanda (the national and official language) was the 
MOI at early stages (Niyomugabo, 2015; Trudell, 2016). Kinyarwanda was then 
extended as a MOI to all 8 years in primary schools under the Rwandazation 
reforms in 1978. These reforms did not last for a long time because of the stated 
reason that students had low attainment in French in the nationwide exam 
(Pearson, 2014).   
After the genocide in 1994, most exiled Rwandans (Tutsi) returned to Rwanda 
from neighbouring former British colonies. Consequently, the new Tutsi 
government issued a new language policy to accommodate this situation (Pearson, 
2014). In 1996, English became an official language. It was also added to French as 
MOI from the fourth year in primary schools, while Kinyarwanda remained the MOI 
for the first years of primary schools. The MOI in secondary schools was either 
French or English (Pearson, 2014). In 2008, English became “the MOI in all public 
schools at all levels.” English now is used as MOI in most levels, while Kinyarwanda 
is the MOI until grade three in primary schools (Pearson, 2014, p. 39). This language 
shift was linked to different social, economic and political reasons, particularly when 
Rwanda joined the East African Community in 2007 then the British Commonwealth 
of Nations in 2009. The status of English as an international language has also 
helped officials to make this shift in the policy and prioritise English over French 
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under the justification “to keep pace with the globalization trend” (Kagwesage, 
2013, p. 2).  
According to Samuelson and Freedman (2010, p. 192), the shift from French to 
English in Rwanda is justified by “the global and regional growth of English as the 
leading language of science, commerce and economic development.” Yet, 
Samuelson and Freedman (2010, p. 192) argue that these justifications are 
deceptive because of the political nature of introducing English for protecting the 
authority and privilege of Anglophone elites as well as the ignorance of the “the 
ideological implications of the spread of English as a global language.”  
Cameroon is both Francophone and Anglophone, yet eight of 10 regions are 
Francophone and only two are Anglophone. Apart from a large number of local 
languages in Cameroon, French and English are the official languages. English is 
being taught to Francophones, while French to Anglophones under the bilingual 
policy imposed in 1996, which has been widely criticised for its uneven application. 
The prevalence of French-speaking teachers and students prevents the use of 
English and achieving the aim of bilingualism (Adebile, 2011).  
Recently, EMI schools have become preferred in Francophone Cameroon 
because “there has been a recent surge in the number of children from 
Francophone homes, irrespective of the family affordances, being enrolled into 
Anglophone schools.” (Anchimbe, 2007; Fonyuy, 2010; Kouega, 2003; as cited in 
Kuchah 2017, p. 1). In their analysis of MOI in Cameroon, Abongdia and Willans 
(2014) showed students’ and teachers’ tendency to use English because of the 
instrumental benefits of English compared with the limited international 
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opportunities to French speakers. However, French remains the main MOI in 
Francophone regions, and the dominant language in political and economic sectors.  
The competition between English and former colonial languages over the status 
of foreign language and MOI is in its preliminary stages in Estonia, where English is 
currently the first foreign language in the place of Russian and German as the 
former colonial languages. The Soviet Union occupied Estonia from 1940 to 1990 
with an interruption period of the invasion of the German from 1941–1944 (Pettai, 
1996). Upon the Russian colonialism in Estonia, imperial strategies of defeating local 
people and exploiting their resources were similarly followed. The Russian language 
undermined local languages and cultures (Kangilaski, 2016). After independence in 
1991, the Estonian language policy announced Estonian as the sole official language 
and placed rigid linguistic rules to promote only the Estonian language in all sectors. 
In education, Russian and German still have a presence because of their colonial 
legacy. Russian is even allowed to be used as a MOI in schools because of the 
number of Russian speakers, but in HE the Estonian language is the MOI (Soler-
Carbonell, 2014; Worden, 2012).  
Currently, the Estonian language policy implicitly supports the inclusion of 
English language, particularly at the HE level (Soler, et al., 2018). In his study of the 
language situation in HE in Estonia, Soler-Carbonell (2014) found that most PhD 
theses are written in English, while some of them are written in Estonian. In their 
survey, Wächter and Maiworm (2014) found that the number of EMI programmes 
in Estonia has risen from 18 in 2007 to 59 in 2014. 
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The above surveyed countries were all under a form of exploitation colonialism. 
Hence, the expansion of EMI in these contexts was deeper than settlement 
colonies, as discussed below. However, even within one type of colonialism, the 
current status of former colonial languages affects the expansion of EMI, as shown 
in Figure 3.9. In some settlement colonies such as Indonesia and Vietnam, the 
statuses of both Dutch and French have been erased for different reasons. In 
Indonesia, the Japanese occupation has played a role in prohibiting the use of Dutch 
at any level, which wiped this language out from its linguistic contexts (Paauw, 
2009). In Vietnam, the former colonial language was diminished after independence 
because of Vietnams’ new ally USSR, which promoted the Russian language 
(Denham, 1992, p. 61-64). However, in other settlement colonies such as Brazil and 
Peru, former colonial languages are the languages of the vast majority of people, as 
further discussed below.  
 
Figure 3.9 The expansion of EMI in different settlement Non-British colonies.   
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In Indonesia, where the former colonial language has a weak status, English has 
already replaced the status of the colonial language as the first foreign language. 
EMI is currently mushrooming within its educational institutions (Hadisantosa, 
2010). The Dutch colonial era lasted for more than three hundred years starting 
from 1794. From 1811 to 1816, the British administered Indonesia but had not 
much control over languages (Dewi, 2014).  After the end of the Dutch colonial rule 
in Indonesia in 1945, the Dutch language had a strong status in Indonesia, being the 
language of the elites during that time. Yet, the Dutch language did not have the 
same international status as the English. Besides, the Japanese occupation of 
Indonesia in 1942 also played a role in diminishing the colonial Dutch language that 
was forbidden to be used and was replaced by the Indonesian language (Paauw, 
2009).  
Indonesian language (Malay) was chosen as the national and official language 
because it is seen as a neutral and unifying language, which was also used during 
independence (Paauw, 2009). English was chosen as the first foreign language 
because of its international position and neutral status compared to the Dutch 
language (Dewi, 2014). In education, Bahasa Indonesia is considered as the MOI. 
English is taught as a supplementary subject in several primary schools and an 
obligatory subject in secondary and high schools (Coleman, 2011).  
Currently, the interest in learning English is widely prevailing (Dewi, 2014). In 
2003, international EMI schools, which were restricted to foreigners, were adopted 
by the government in public education, with one school at each level. This led to 
creating 30 EMI secondary schools in the pilot stage. In 2004, a policy was set to 
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teach science and math in English. In 2008, 450 schools officially adopted EMI in 
science and maths. In the HE, while Indonesian is the MOI, English is highly 
demanded and students in some universities are obliged to have a TOEFL certificate 
before graduation (Hadisantosa, 2010). Some universities also offer EMI 
programmes and many textbooks are provided in English, whilst the introduction of 
EMI at Indonesian HE is widely debated (Dilas et al., 2019).   
In Vietnam, English also replaced the positions held by the colonial language. The 
French settlement colonialism in Vietnam lasted for a long time from 1887 to 1954 
(Aditiany, 2016). By the end of the French colonialism, the Vietnamese language 
became the MOI. After the Reunification of Vietnam in 1975, Russian became “the 
main foreign language”, considering the “Vietnam’s links with the USSR, its major 
ally.” In 1986, English replaced the status of Russian as the first foreign language 
and the use of English “has been on the ascendancy in Vietnam” (Denham, 1992, p. 
61-64).  
In other settlement colonies, where former colonial languages are spoken by the 
majority, the expansion of English is still in its initial stages. In countries, such as 
Peru, the settlement Spanish colonialism (1533–1824) led to reinforcing the status 
of the colonial language Spanish, which is now spoken by the majority 82.9%. 
Spanish is also the official language in Peru (World Factbook, 2020). Besides the 
Spanish language, there are other major indigenous languages, such as Quechua 
(spoken by 13.6% of the population) and Aymara (spoken by 1.6% of the 
population), which were also considered as official languages in 1993 (World 
Factbook, 2020). There are also 47 minority indigenous languages. Based on the 
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new constitution in 1993, the right to speak mother languages, cultural and ethnic 
identities were officially protected, while Quechua, Aymara and some indigenous 
languages were recognised as official languages in the areas where they are 
dominant. The constitution also emphasised promoting bilingual education 
(Rousseau & Dargent, 2019, pp. 166-188). This bilingual education is, nevertheless, 
applied to “children in Peru whose mother tongue is an indigenous language.” In 
this bilingual system, mother language is the MOI at an early stage of primary 
schools, while Spanish is introduced as a FL then as a MOI at later stages (Bühmann 
& Trudell, 2008, p. 24).  
Historically, English did not have a strong presence in Peru education, as it was 
taught as only an academic subject from secondary schools in limited areas. 
However, from the 1990s, English education in Peru was reinforced with the 
assistance of the British institutions. Currently, there are initiatives for increasing 
the number of English teaching hours in secondary schools, providing English 
education in primary schools and enhancing the skills and training of English 
teachers. The Peru government has also offered scholarships to train teachers in the 
United Kingdom and the United States. Due to its international status, English is 
believed to benefit the economy of the country. Recently, the President Ollanta 
Humala said in 2014 “that bilingual education was a priority and set the goal of 
achieving bilingualism, with English as the priority language, by 2021; funding has 
been allocated to meet this goal.” (British Council & Education Intelligence, 2015, p. 
8).  While Peru remains in the Expanding Spectrum 1 (postcolonial non-British 
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former colonies), its position in the spectrum is far from other contexts where there 
was exploitation colonialism.  
Likewise, the language situation of Brazil differentiates its context from other 
former exploitation non-British colonies, where the colonial language did not have a 
deep impact. The expansion of EMI in this context is, therefore, found slower than 
in other contexts of former exploitation non-British colonies. Due to the Portuguese 
settlement colonialism (1500s until 1822), Brazil was a place of “language 
unification towards Portuguese,” which is currently spoken by the majority in Brazil 
(Massini-Cagliari, 2004, p. 19). However, Brazil is a multilingual country with more 
than 200 languages. About 170 languages are indigenous and spoken by 
“marginalised minorities without a significant economic power.” (Massini-Cagliari, 
2004, p. 19). 
According to Fortes’s (2017, p. 577) chronology of teaching English in Brazil, its 
expansion started from the multilingual curriculum that promotes the teaching of 
any FL. This curriculum dates back to 1855, where five foreign languages were 
taught, such as French, English, German, Latin and Greek. In 1971, the choice of FL 
was restricted to English for its importance to research and learning. In HE, 
however, the interest of implementing EMI is on the rise, despite the deficiency of 
research in this area (Martinez, 2016). In HE institutions, Martinez (2016, p. 10) 
claims that EMI “does exist in many parts of Brazil and appears to be a growing 
phenomenon.” The expansion of EMI in this country is more derived from bottom-
up rather than the top-down level. That is, EMI is not officially implemented, but 
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stakeholders have started this initiative and chosen to teach via English (Martinez, 
2016).   
Although the overall English proficiency in Brazil is found substandard, Brazilians’ 
will to learn English is on the rise, particularly in HE, which led policies to promote 
English at this level. At lower levels and other contexts, English in Brazil is mainly 
desired and promoted by stakeholders rather than policy-makers (Finardi, 2016). In 
brief, the expansion of English at the expense of all previous FLs and the colonial 
language in Brazil is still at its fertile stage, but it is gradually expanding in the 
Brazilian educational sector and policies, particularly in HE. While English is 
competing with other foreign languages in Brazilian basic education, it is also 
competing with Portuguese, the colonial language, in the HE sector. 
In summary, both the type of colonialism and status of former colonial languages 
are influential factors in the expansion of EMI. In exploitation colonies, EMI has 
easily taken over the status of former colonial languages, while in settlement 
colonies, where another European language is firmly rooted, the expansion of EMI 
remains in its preliminary stages. Additionally, the expansion of EMI and English is 
more advanced in settlement colonies, where former colonial languages have a 
weak status than in other settlement colonies where the status of former colonial 
languages is still strong.   
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3.3.2 Non-Postcolonial contexts: Expanding Spectrum 2 and 
Expanding Spectrum 3 
In this section, the analysis of EMI in non-postcolonial contexts is divided into 
developed countries and developing countries because there are dissimilarities 
between the level of development of these countries and their growth in different 
fields including education and language policies. There are economic, political, 
policymaking differences between developed and developing countries. These 
differences are intervening variables that might affect the implementation, 
attitudes and status of EMI. It is therefore important to discuss developed and 
developing countries separately in relation to the expansion of EMI.  
3.3.2.1 The Expanding Spectrum 2: Developing non-postcolonial countries  
This section provides an overview of the status of EMI in developing non-
postcolonial countries. Countries, such as UAE, Qatar and China are placed within 
the non-postcolonial countries because the expansion of English in these countries 
was not the result of the British colonialism. Rather, internationalisation was one of 
the main reasons for the expansion of EMI in these countries. The classification of 
‘developing’ for the selected countries is based on the United Nations’ report The 
World Economic Situation and Prospects 2020. The following Figure 3.10 shows a 
range of countries illustrating different levels of the expansion of EMI based on its 
provision of EMI.  
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Figure 3.10 The expansion of EMI in the Expanding Spectrum 2.  
 
The expansion of EMI in Thailand is still in its preliminary stages compared to 
other countries on the same scale. In this context, EMI is not an official MOI, yet 
interest in its implementation is growing rapidly within its institutions, particularly 
in HE (Bax, 2010). Thai is the mother language of the majority of the population in 
Thailand. It is also the MOI in most schools and HE institutions. English has been a 
compulsory subject in early schoolings. Recently, English is implemented as a MOI in 
many international programs at universities, where English is the MOI, despite the 
fact that students reportedly struggle to use English (Hengsadeekul, Koul, & 
Kaewkuekool, 2014).  
China reflects a wider provision of English and EMI. The role and use of English in 
China might become stronger and more widespread. The official MOI in China is 
Mandarin, which is also the official language (OECD 2016). Mandarin is commonly 
implemented as the MOI in most schools. In some regions, both Mandarin and 
minority languages are used as the MOI (Michael, 2016). English is taught as a FL in 
primary schools and the larger the city is; the earlier English is introduced. The 
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increasing demands of English led many metropolitan schools to provide their 
courses via English. In HE, EMI is supported by the government and mostly 
preferred by parents for their children (Kirkpatrick, 2011).  Therefore, the use of 
English as the MOI or an additional MOI at some universities is widely prevailing 
(Botha, 2014). EMI undergraduate and graduate programmes have also shown rapid 
growth at the HE institutions (Michael, 2016). 
In the Expanding Spectrum 2, the threat of the expansion of EMI on national 
languages and cultures is a widely prevailing attitude in some countries, particularly 
in Turkey. The implementation of EMI in the Turkish context causes situations in 
which English finds itself in competition with the national language in education 
(see e.g. Selvi, 2014). In this context, EMI prevails and is officially supported within 
educational institutions. It is maintained by both policy-makers and stakeholders. It 
is also implemented in most private and state universities (Başıbek et al., 2014). 
While Turkish is the MOI at schools, English is the MOI at several HE institutions 
(Dearden & Akincioglu, 2016). English is also the MOI in most private universities 
(Kamal, 2017). EMI universities in Turkey are required to offer a preparatory course 
of “one-year English for Academic Purposes (EAP)” prior to the start of their main 
courses (Kirkgöz, 2009). However, “the English language and the Turkish language 
have traditionally been juxtaposed as polar opposites” (Selvi, 2014, p. 147). Thus, 
the negative impact of EMI on diminishing national language and culture is widely 
debated in the Turkish context (Başıbeka et al. 2014). Dearden and Akincioglu 
(2016) further report that students prefer to learn through both Turkish and English 
to avoid the loss of the Turkish language.  
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The widest expansion of EMI might be in the context of Gulf countries, though 
within even these countries there are differences in the practices of EMI. The UAE 
and Qatar (British protectorates) are placed with non-postcolonial developing 
countries because British protectorates were not similar to other British colonies 
where English was imposed and used as the MOI in addition to local languages 
(Burden‐Leahy, 2009). According to Wiedmann and Salama (2013, p. 146), the Gulf 
region was not colonised and the protectorates installed by the British in the region 
were “to prevent any conflicts between tribes and the British East India Company 
and its trading routes.” Therefore, it is too simplistic to consider the UAE experience 
and context as those of British colonies (Burden‐Leahy, 2009).  
 In the UAE, the implementation of EMI originally goes back to the 1970s, when it 
was implemented in all tertiary education institutions. Students are required to 
have a very good level of English before pursuing their university degrees and 
teachers are selected based on their English level. English is also the lingua Franca in 
this region because of its cosmopolitan nature (Rogier, 2012). Solloway’s (2016) 
study in the UAE shows that while English is valued for the purposes of 
development and economic growth, it is blamed for threatening the linguistic and 
cultural identity. According to Al-Issa (2017), the expansion of EMI in the UAE is to 
blame for “the endangerment of Arabic literacy” (p. 4). 
In Qatar, EMI has been implemented in schools for scientific subjects and in all 
HE institutions. “A Foundation Program” was offered to facilitate the transition 
from schools to universities and enhance students’ English skills. The program was 
composed of four levels taking four semesters. An English proficiency test was then 
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required to proceed to the courses in universities. Yet, not all students achieve the 
required English grade, leading to their withdrawal. Besides, the undesirable effects 
of EMI on publications and research via Arabic is widely debated in Qatar (Belhiah & 
Elhami, 2014). In 2012, Arabic replaced English at public HE (Qatar University) 
because of the constant calls for the protection of Arabic (Ellili-Cherif & Alkhateeb, 
2015). Despite this, private schools in Qatar still adopt a bilingual teaching approach 
in which English is widely promoted within the teaching process (Ahmadi, 2017; 
Ellili-Cherif, 2014).   
EMI in developing non-postcolonial countries is also spreading in their 
educational systems. The areas of the expansion of EMI in these countries are 
usually HE, private institutions and/or scientific fields. However, the degree and 
ways of its implementation are different from one country to another. The analysis 
of EMI in these developing non-postcolonial countries reveals that language 
completion caused by EMI is not as apparent as in previous postcolonial contexts. 
However, EMI is challenged by proponents of national languages especially in 
countries such as Turkey, UAE and Qatar. The proponents of national languages are 
not seeking to compete with the international status of English as in developed 
countries (discussed in the next section) because the status of these countries is still 
lower than developed countries. Hence, their aim is to protect cultural and linguistic 
identity, without yet directly competing with the international status of English as 
clearly noticed in developed countries.  
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3.3.2.2 The Expanding Spectrum 3: Developed non-postcolonial countries 
EMI in countries of the Expanding Spectrum 3, such as developed non-
postcolonial countries includes different countries representing different stages of 
the expansion of EMI. Wächter and Maiworm’s (2014) survey on the number of EMI 
programmes in Europe in particular shows that programmes taught in English 
increased from 725 in 2001 to 8,089 in 2014. However, EMI in countries, such as 
Germany and Nordic countries is more widely practiced than in other countries, 
such as Italy. It is therefore important to note these differences in the Spectrum 
model depicted in Figure 3.11.  
 
Figure 3.11 The expansion of EMI in the Expanding Spectrum 3: European 
developed countries.  
 
Figure 3.11 classifies contexts like Germany in the closest scale towards EMI 
because Germany is the second top provider of 1,030 EMI programmes in Europe 
(Wächter & Maiworm, 2014). In Germany, more than half of university courses 
require a good knowledge of English. Even when it is not required, students find it 
very hard to study without any rudimentary skills in English, as most resources used 
are written in this language (Erling & Hilgendorf, 2006). On the other hand, EMI is 
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blamed for diminishing the German language from being the language of science to 
another minor language compared to English. Hence, the term EMI is labelled as 
Englishisation in the German context (Earls, 2013) 
The expansion of EMI in the Nordic countries is also fast within its educational 
systems. Sweden is found as the third top providers of 822 EMI programmes in 
Europe (Wächter & Maiworm, 2014). The European Commission (2006) considered 
Sweden as one of the top countries with the highest percentage of English speakers 
in Europe. English is also widely promoted in Swedish educational, economic, social 
and media sectors (Bolton & Meierkord, 2013). Denmark is placed as the fifth top 
provider of EMI programmes in Europe with a number of 494 (Wächter & Maiworm, 
2014). France is the fourth top provider of EMI programmes in Europe with a 
number of 500 (Wächter & Maiworm, 2014). 
English is seen as a threat to national languages, especially in countries with 
smaller populations, like Finland, Sweden. In these countries, it is hard to maintain 
the national language internationally and compete with English because their 
languages have no international status and have a very limited number of speakers 
globally (Airey, Lauridsen, Räsänen, Salö, & Schwach, 2015). The debate about the 
“protection and promotion of national language” is also very apparent in these 
countries, particularly in Sweden (Bolton & Meierkord, 2013; Soler, Björkman, & 
Kuteeva, 2018, p. 38). In Finland, while the implementation of EMI for 
internationalising education is acknowledged, there are demands for maintaining 
national languages and teaching via these languages “Finnish and/or Swedish” 
(Airey et al., 2015, p. 6). 
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 In France, English is currently the main FL (Uysal, Plakans, & Dembovskaya, 
2007). Despite this widespread of EMI in France, its status and attitudes towards its 
introduction remain controversial (Blattès, 2018). In France, the language 
competition between proponents of EMI and proponents of national language 
(French) is more apparent. To internationalise education, the Fioraso Law was 
issued in July 2013 to authorise the use of EMI in French HE (Reynolds, 2016). 
Blattès’ s (2018) analysis of the Fioraso Law and its parliamentary debates shows 
opposition to the implementation of EMI and fear of endangering French language 
and culture. Even among the supporters of EMI in France, it is found that EMI is 
used to spread Francophone language and culture, through attracting international 
students to France. There is a “nationalistic and protectionist ideology” against EMI 
in the French context. EMI is also seen as a competitor to French for the status of an 
international language in the world (Blattès, 2018, p. 21; Uysal, Plakans, & 
Dembovskaya, 2007). 
Even in countries where the expansion of English is still slow, EMI is gradually 
spreading into educational spheres. In Italy, for example, EMI and the 
internationalisation process is very slow compared to other European countries 
(Costa & Coleman, 2013). “Italy is one of the countries that has the lowest levels of 
English proficiency in Europe” (Faez, 2011, p. 41). Costa and Coleman (2013), 
however, found that there is a noticeable surge of EMI courses and positive 
evaluation of these courses in Italian universities. At the same time, EMI is also 
referred to Englishisation, where English is meant for eradicating the culture and 
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language of the target country. In Italy, there is a fear of the superiority of English 
over Italian language and culture (Faez, 2011).  
As discussed above, in the Expanding Spectrum 3, there are ambivalent views 
about EMI, particularly in some developed non-postcolonial contexts. Developed 
countries use EMI ‘as a means’ for internationalising their education institutions. At 
the same time, they consider it ‘as a competitor’ with their national languages for 
achieving an international status. This language competition is depicted in Figure 
3.12. The argument that English and EMI are diminishing the national languages is 
apparent in these contexts. Thus, the growth of EMI is usually seen as a negative 
Englishisation, which is “permeating higher education in Europe” (Molino & 
Campagna, 2014, p. 157). 
 
Figure 3.12 An overview of the language competition between English and national 
languages in the Expanding Spectrum 3.  
 
Furthermore, the difference between the expansion of EMI in European 
developed countries and non-European developed countries is that the former 
achieved an advanced stage in the implementation of EMI, while the latter are in 
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the preliminary stages of its expansion. Thus, countries such as Japan and South 
Korea are placed in the spectrum far from other developed countries European 
countries, as shown in Figure 3.13.  
 
Figure 3.13 The expansion of EMI in the Expanding Spectrum 3: Non-postcolonial 
developed countries.  
 
Although the expansion of EMI in non-European developed countries, such as 
Japan is found to be fast, it still lags behind Europe in the process of introducing EMI 
(Bradford, 2013, p. 229). European developed countries offer an entire course in 
English, whereas Japan only provides temporary or partial EMI courses (Bradford & 
Brown, 2018). The expansion of EMI in Japan is however on the rise. It is reported 
that “over one-third of Japan’s nearly 800 universities offer EMI” (MEXT, 2015 as 
cited in Bradford & Brown, 2018, p. 15). 
Like Japan, EMI in South Korea is a new trend in its HE educational institutions 
(Kang, 2012). In 1997, English in South Korea was first introduced as a compulsory 
subject in primary schools (Garton, 2014). EMI was first adopted in the Korean HE 
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institutions in the 1990s. Its spark, however, was within the mid-2000s in which it 
was promoted by the government. In most major universities, parts of their courses 
are offered in English. These courses are found in constant growth (Kim, 2017). 
This language competition is not clearly found in the reviewed studies and 
reports (Bradford, 2013; Leong, 2017 in Japan; and Kang, 2012; Kim, 2014; 2017 in 
South Korea) in other non-European developed countries such as Japan and South 
Korea. Another language issue is noticed in Japan, which is the fear from the 
dominance of English in academia, which threatens the distribution of publication in 
Japanese and devalues non-English academics in Japan (Shimauchi, 2018). This 
means that the aim of these countries is more intended to protect national 
languages, but not to compete with English over the status of international 
language.  
Overall, EMI is rapidly growing in the educational systems of developed non-
postcolonial countries. Despite its rapid growth, there are differences in the extent 
of its application between different countries and regions. European countries 
supersede non-European countries. Even in Europe, the expansion of EMI is diverse. 
In countries, such as France and Italy, EMI is either controversial or low compared 
to other countries.  
Despite the differences in its growth from country to country, it is seen as a 
negative phenomenon in the eyes of nationalists, particularly in European 
countries. These nationalists aim to promote their national languages and compete 
with English over the status of international language. Therefore, the expansion of 
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English and EMI in these countries creates a fear of losing the internationally 
recognised status of their national languages. 
3.4 Algeria in the Spectrum Model  
After discussing the contested nature of EMI within different contexts, it is now 
important to situate Algeria within the Spectrum Model of the Expansion of EMI. 
Algeria is a former French colony, which differentiated from former British colonies 
in the Outer Spectrum, where the status of EMI has been historically promoted 
differently. In British colonies, the administration of the education system was not 
directly controlled by the British colonial system but left to religious missions. The 
education system was designed based on local requirements, where local languages 
were compulsory in primary schools. Yet, there was a limited access to secondary 
schools, where English is the MOI (White, 1996). In British former colonies, local 
languages and cultures were preserved just because they were seen inferior to 
British language and culture (Cohen, 2010).   
On the contrary, the French colonial system considered its colonies as extensions 
to France, where the French language replaced all local languages. The French 
colonialism aimed at eradicating the political and social aspects of its colonies and 
replacing them with the French norms (Cohen, 2010). In former French colonies, the 
education system was fully controlled and administered and the French language 
was imposed as the only MOI (White, 1996). Algeria, being a former French colony, 
represents a case in point in the Expanding Spectrum 1, i.e., postcolonial non-British 
colonies, as shown in Figure 3.14. In the Algerian context, like previous non-British 
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former colonies, English holds the status of a ‘neutral’ language compared to the 
former colonial language.  
 
Figure 3.14 Algeria in the Spectrum Model.  
 
The status of EMI in Algeria is, however, an unclear one. Very little is known 
about the attitudes, practices and policy’ position towards this notion in Algeria. 
The importance and originality of this study are that it explores for the first time 
EMI in Algeria which is a poorly investigated and a widely debated context. In a 
systematic review of EMI research, Macaro et al.’s (2018) have found that “Africa is 
particularly poorly represented at tertiary level as compared to secondary” (p. 42). 
In the Arab world, the debate around MOI is also found poorly investigated (Ellili-
Cherif & Alkhateeb, 2015).  This study provides an important opportunity to explore 
EMI in Algeria where EMI is often talked about but not yet introduced in the 
education system.  
3.5 Conclusion  
In this chapter, the expansion of EMI is analysed from the lenses of Kachru’ 
model of the expansion of English. This model, however, fails to embrace all the 
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intervening variables with the expansion of EMI, such as colonial legacies, linguistic 
profile, and development features of countries. I have therefore proposed a more 
flexible model, which I called The Spectrum Model of the expansion of EMI. This 
model allows for flexible boundaries between the different spectra. These spectra 
represent different interrelated contexts, such as Anglophone countries (the Inner 
Spectrum), postcolonial former British colonies (The Outer Spectrum), postcolonial 
non-British colonies (The expanding Spectrum 1), non-postcolonial developing 
countries (The Expanding Spectrum 2) and non-postcolonial developed countries 
(The Expanding Spectrum 3).  
In the Spectrum model, the expansion of EMI emerges from the notion of 
‘teaching via English’. It then expands based on the intervening variables of the 
country to create different forms of teaching via English. The first expanded form is 
teaching via English as a native language ENL, which usually appears in the Inner 
Spectrum. In the Outer Spectrum, EMI appears in a form of teaching via English as a 
second language ESL. In the Expanding Spectra 1, 2 and 3, EMI appears in a form of 
teaching via English as a foreign language EFL. These forms of teaching via English, 
however, are flexible in the model. One country in the Outer Spectrum might have a 
similar form of teaching via ENL rather than ESL because of the wide use of English 
within its context, such as in Singapore or elite private education.  
The analysis of EMI in different spectra reveals a very complex picture of mutual 
and dissimilar experiences. The rapid expansion of EMI is undoubtedly shared in all 
contexts, regardless of the representation of English. However, the level of 
expansion of English and EMI varies from one country to another and from one 
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spectrum to another. In the Outer Spectrum: postcolonial former British colonies, 
EMI is a deep-rooted notion and historically bounded with colonialism. English is 
usually the second official language, an additional MOI and the main MOI in HE. In 
other contexts, English is gradually permeating educational systems. It is even 
taking over the status of former colonial languages in non-British colonies and the 
status of national languages in non-postcolonial settings.   
The expansion of EMI has caused several issues, one of which is language 
competition. This latter is a shared phenomenon in all the discussed contexts. What 
is different is the language in a competition with English in EMI. In the Outer 
Spectrum, for instance, English is in a competition with local languages or even 
national languages and it is blamed for marginalising these languages as in the case 
of Nigeria, Malaysia and Papua New Guinea. In the Expanding Spectrum 1, English in 
EMI is challenged by former colonial languages. English is competing over their 
positions of MOI and/or first foreign language. In the Expanding Spectrum 2, EMI is 
blamed because of its threat on their national languages and cultures, particularly in 
the cases of Turkey and the Gulf countries. Finally, in the Expanding Spectrum 3, 
EMI is challenged by national languages, which compete with English over the 
status of an international language. Therefore, EMI is a contested notion that needs 
a careful examination before its implementation. This examination needs to 
consider different intervening variables, such as the nature of the context 
(postcolonial or not, and developed or not), the status of English in this context, 
attitudes and current practices of languages and English.   
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Chapter 4 Research Methodology  
4.1 Introduction 
This chapter sets out the methodological framework and justification of the 
research design used in this study. The chapter then describes and justifies the 
research setting, the participants and the process of data collection and analysis. 
Ethical considerations, my positionality, validity and reliability are then discussed at 
the end of this chapter.   
4.2 Research Design: Mixed Methods  
The aim of this research is to explore both language attitudes and actual 
practices from the perspectives of teachers and students. The study used a mixed-
methods research design, which integrates “the qualitative and quantitative 
approaches into the research methodology of a single study” (Tashakkori & Teddlie, 
1998, p. 17).  As shown in Figure 4.1, the process of data collection in this research 
design was concurrent (QUAL+QUAN), meaning that both quantitative and 
qualitative methods were used at the same time and did not inform each other until 
the analysis of data (Collins, Onwuegbuzie, & Jiao, 2006). As noted by Dörnyei 
(2007, p. 172), in the concurrent design (QUAL+QUAN) both quantitative and 
qualitative methods are given the same weight by combining “self-report and 
observational data.” This data examines and compares people’ views (through 
interviews or focus groups) and their actual performance through observation, 
which strengthen the validity of the findings.  
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Figure 4.1 Concurrent design QUAL+QUAN.  
 
4.3 Research Setting  
In Algeria, universities are organised based on regions, i.e. Eastern, Western and 
Central universities. Algerian students are automatically allocated places in these 
universities not based on their preferences or on their grades, but on their place of 
residence, unless the university does not provide students’ chosen subject. Figure 
4.2 illustrates this organisation of universities taken from the official website of the 
Algerian MESRS. 
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Figure 4.2 The organisation of Algerian universities based on the Algerian MESRS 
website. Retrieved from https://www.mesrs.dz/universites 
 
Nevertheless, universities in Algeria are informally classed based on their 
peripheral or central aspects. Central universities are based in large urban cities, 
e.g.  Algiers, Annaba, Batna and Oran. Whereas peripheral universities are located 
in small peripheral cities, such as Oum El Bouaghi and Khenchela. These differences 
are important to examine in relation to attitudes towards languages and language 
practices because the expansion of English is to be found variant between these 
two central and peripheral cities in Algeria. Ramaswami et al. (2012) found that 
English is more spoken widely in urban big cities in Algeria. Thus, it is important to 
test this variable in relation to attitudes towards EMI and actual language practices.  
Another variable which can categorise a university as central or peripheral is the 
year of establishment of the university. For instance, older universities have more 
Chapter 4 Research Methodology 124 
     
international connections, presence and are considered leading universities in 
Algeria.  
Figure 4.3 shows the development of Algerian universities from 1962 to 2012. 
The first established universities are located in large urban cities, such as in Algiers, 
Constantine and Oran. Other new universities that have been established more 
recently do not have the same privilege of creating and leading a variety of subject 
courses as the older ones do, notably they do not offer the whole range of scientific 
courses. 
 
Figure 4.3 The development of Algerian universities from 1962 to 2012. Data from 
MESRS, 2012.   
 
Universities selected in this study include the central universities of Annaba and 
Batna and the peripheral university of Oum El Bouaghi. The reasons for having two 
central universities is that the University of Annaba is in an Arabophone region (see 
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map in Chapter 1), while the University of Batna is in an Amazigh-speaking region as 
depicted in Figures 4.4 and 4.5. In addition, Batna region is known for its 
preservation of the Amazigh language and culture more than Oum El Bouaghi. The 
University of Batna opened a Department for Amazigh language and culture in 2010 
after the opening of a similar department in Tizi Ouzou, Bejaia and Bouira (Chaif, 
2015). The number of students in the department of Amazigh language and culture 
at the University of Batna has reached 1200 undergraduate and master students in 
the academic year 2018-2019. The University of Batna also opened a doctoral 
school and organised a nationwide competition in 2018 among 90 students for 9 
PhD positions in three subject areas, including the history of Amazigh people and 
the heritage or history of the Amazigh language (El Khabar, 2017).   
Both the universities of Annaba (1975) and Batna (1977) were established earlier 
than the University of Oum El Bouaghi, which was upgraded as a university only in 
2009. In 2015, Batna University was divided into two universities: Batna 1 and Batna 
2, though both universities are still interrelated (Yahyawi, Boukmish, & Bouhdid, 
2016). Most scientific faculties are located in Batna 2, while most humanities are in 
Batna 1. The number of research centres in central universities of Annaba and Batna 
is higher than in the University of Oum El Bouaghi. Based on Webometrics Ranking 
(2019), the ranks of Batna University and Annaba University are higher than the 
University of Oum El Bouaghi. These differences are examined in relation to 
language practices and attitudes towards MOIs and EMI.  
Studies on EMI in different countries (Belhiah & Elhami, 2014; Chapple, 2015; 
Evans & Morrison, 2011) show the impact of regional differences and international 
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aspect of universities on the views about EMI and actual implementation of EMI. 
However, much of the available literature on EMI (Ismail et al., 2011 in Malaysia; 
Molino & Campagn, 2014 in Italy; Soler-Carbonell, 2014 in Estonia; Uysal, 2014 in 
Turkey) has focused solely on major universities. This study, however, offers an 
inclusive methodology by exploring EMI in different areas: central and peripheral 
universities. 
 
  
 
 
 
 
 
  
 
 
 
 
4.4 Overview of Participants and Sampling  
The sample selected from the universities of Annaba, Batna and Oum El Bouaghi 
was based on purposive sampling because the aim was to approach only students 
and teachers who are based in scientific courses at these universities, where French 
Periphery  Center 
Oum El Bouaghi 
University 
Annaba 
University 
Batna 
University  
Amazighophone Arabophone 
Oum El Bouaghi 
University 
Annaba University Batna 
University 
Figure 4.4 Types of selected universities based on ‘Center’ and ‘Periphery’ aspects.   
Figure 4.5 Types of universities based on the linguistic profile of their region. 
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is the MOI (Matthews & Ross, 2010). Because the sample focused on students and 
teachers in science departments, the findings might not be generalised to the whole 
university student population. In purposive sampling, specific participants are 
selected and recruited to enable answering the research questions (Saunders, 
Lewis, & Thornhill, 2012). The aim of purposive sampling is to “to select the best 
sites possible, given the research goals and questions” (Sharp et al., 2012, p. 39).  
Participants in most scientific departments were reached and contacted in 
person in their departments. In some cases, a snowball method was used to ask 
about those teachers and students who teach/study in scientific courses. These 
teachers and students were approached in their departments and those who 
accepted to participate were given a detailed explanation of the research, its aim, 
and information about their anonymous and confidential participation. I also used 
self-selecting sampling for teachers using online questionnaires, which was often 
more effective for reaching these groups. Using different modes of survey was 
found “useful for alleviating selection bias for populations with uneven or unequal 
Internet access” (Fricker, 2008, p. 207).  
The total number of students who accepted to fill in the questionnaires was 409. 
These students were selected and contacted in their scientific departments, 
libraries and classrooms. Teachers were first reached and contacted in their 
scientific departments, teachers' lounge, library and through the administration. At 
the beginning, only a small number of teachers (65) accepted to fill in the 
questionnaire. Therefore, another method of sampling was adopted using emails of 
invitations, ResearchGate and Academia to contact all teachers in scientific 
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departments in the three selected universities. The total number of teachers 
participated in the questionnaires was 118 (53 for the online and 65 for the paper-
based questionnaires). The demographic information of students and teachers is 
presented in the following section.  
The number of recruited participants for the qualitative sample was smaller than 
the quantitative sample. The recruitment of participants in qualitative method 
ended when data saturation was reached. The same themes and discussion were 
repeated in the new interviews with teachers or in focus groups with students after 
the preliminary analysis of this data. Qualitative interviews were thus conducted 
with 33 students in 8 focus groups and 15 teachers in semi-structured interviews.  
There were eight focus groups with Algerian university students and one 
interview with an international student from Tanzania. The number of focus groups 
was five in Annaba University, two in Batna University and two in Oum El Bouaghi 
University. These focus groups included students studying in the same department 
and faculty, notably medical sciences, earth sciences, life and natural science, 
applied sciences or architecture. The number of students in each focus group 
ranged from two to five students. There was also one classroom discussion with 
nine students at the University of Oum El Bouaghi. Two focus groups included only 
female students, while the other six focus groups included both male and female 
students. The age of students in these focus groups ranged from 18 to 27 years old. 
Most focus groups included students completing their bachelor’s degree and there 
was only one with a master’s degree. All these different variables were considered 
Chapter 4 Research Methodology 129 
     
in the analysis process to evaluate potentially different views based on age, gender 
and university. 
The interviews with teachers were conducted with six teachers at the University 
of Annaba, five teachers at the University of Batna and four teachers at the 
University of Oum El Bouaghi. These teachers were from different departments, 
including engineering sciences, pharmacy, medicine, architecture, chemistry, 
material sciences, technology, mathematics computer and sciences. There were 
teachers with a PhD degree, doctor-teachers, lecturers and head of department or 
director of hospital, and teachers with magister doing a PhD. Most of these teachers 
were male and only two teachers were female. A similar male/female balance was 
found among teachers in the questionnaires.   
One of the objectives of this research was to conduct interviews with policy-
makers to explore their views about the implementation of EMI in Algeria. 
However, it was not feasible to conduct interviews within the Algerian MESRS. The 
different direct reasons for policy-makers who refused to do formal interviews and 
questionnaires in the MESRS included the lack of expertise on the topic, and that 
my research is a university related topic. However, it was clear that the 
controversial and political nature of the topic on languages and MOI led to the 
avoidance of such discussion. Only one policy-maker accepted to do an informal 
interview, while another group of three policy-managers in the MESRS volunteered 
and accepted to do a focus group discussion. The data collected from these 
discussions and focus groups was relatively limited and is discussed in chapter 1. 
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4.4.1 Demographic information on students completing 
questionnaires  
As displayed in Table 4.1, the percentage of female students (64.7%) was more 
than male students (35.3%). This is not a surprising result as female students 
outnumber male students in Algerian universities. Based on a report published by 
the Algerian MESRS for the period 1962–2002, female students enrolled at Algerian 
universities in 2000 were slightly (50.31%) more than male students (p. 22). This 
percentage increased to 59% in 2010 as reported in the subsequent report by the 
MESRS report for the period 1962-2012 (p. 40).  
The age of students participated in this study ranged from 18 to 44, which I 
divided into the following age categories 18–24, 25–34, 35–44. The 18–24 age range 
has the highest percentage (88.90%). This reflects the high percentage of student 
participants who were studying bachelor’s degrees (42.8%), and the fact that this is 
the biggest group of students at university. In 2012, there were 1,077945 bachelor’s 
students in Algerian universities compared to 60617 students studying for 
postgraduate degrees (MESRS, 2012, p. 32) 
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Table 4.1 Demographic Information on Students completing the Questionnaires  
Variables  Sub-variables N  % 
Gender Female 262 64.7 
Male 143 35.3 
Age  18–24 337 88.9 
25–34 38 10 
35–44 4 1.1 
Current 
degree  
Bachelor 173 42.8 
Master 114 28.2 
Doctoral 3 0.7 
Doctor of Medicine 36 8.9 
Doctor in Pharmacy 77 19.1 
Dentistry 1 0.2 
Place of 
residence 
 
 
Wilaya: City 188 47.5 
Dayra: Town 173 43.7 
Baladya: Village 28 7.1 
Hamlet or small town  7 1.8 
Faculty  Faculty of Exact and Natural Sciences 50 12 
Faculty of Sciences and Applied Sciences 28 7.1 
Faculty of Technology 43 10.5 
Faculty of Earth Sciences and Architecture 31 7.6 
Department of Medicine/ Faculty of 
Medicine 
36 8.8 
Faculty of Engineering Sciences 44 10.8 
Faculty of science 29 7.1 
Faculty of Materials science 25 6.1 
Institute of Urban Technology Management 10 2.5 
Department of Pharmacy / Faculty of 
Medicine 
79 19.4 
Faculty of Nature and Life Sciences 32 7.8 
Department of Dentistry/Faculty of 
Medicine 
1 0.2
  
University  University of Annaba 133 32.5 
University of Batna  185 45.2 
University of Oum El Bouaghi  91 22.2 
 
Students were asked directly about their place of residence. Then, I coded these 
places for statistical analysis using SPSS according to Algerian administrative 
categories, which reflect the relative importance (in terms of size and 
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administrative centres) of these places going from the largest (Wilaya) to the 
smallest (Baladya). Most students participated in this study live in either the Wilaya 
(47.5%) or Dayra (43.70%). Very few students live in the Baladya (town) or other 
smaller villages. Nevertheless, those who live in the Wilaya (city) might not actually 
live in the city. Rather, it is their temporary place of living for studying (i.e. their 
halls of residence) or working. Therefore, the regional differences tested in this 
study are mainly based on the universities because it was not always clear if 
students gave where they lived whilst at university or where their hometown was.  
Different scientific faculties are represented in this study, although the structure 
or title of these faculties in the investigated universities were not all the same. 
Some faculties (e.g. Faculty of Exact and Natural Sciences, Faculty of Sciences and 
Applied Sciences or Faculty of Nature and Life Sciences) in one university 
overlapped with other different faculties in other universities because they were 
organised differently. Thus, this variable (faculties) was not tested, but it was used 
to maximise the heterogeneous nature of the collected data. Out of students’ 
participants, 45.2 % of students were based at the University of Batna and 32.5 % at 
the University of Annaba, but only 22.2 % at the University of Oum El Bouaghi.  This 
reflects the smaller number of students at the University of Oum El Bouaghi (n= 
263707) compared with the number of students at Annaba university (n= 45,0008) 
and Batna University (n= 600009 in both institutions Batna 1 and Batna 2).  
                                                     
7
 This number of students is taken from University of Oum El Bouaghi website in 2020. Retrieved 
from https://bit.ly/2OEtgfP  
8
 This number of students is taken from the World University Ranking in 2019. Retrieved from 
https://bit.ly/2UA5sO1  
9
 This number is for the academic year 2018-2019, taken from the national news daily newspaper 
El Massa (Bezagi, 2018). Retrieved from https://bit.ly/2UwGFul  
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4.4.2  Demographic information on teachers completing 
questionnaires 
The teacher questionnaire was carried out using two modes: online and paper-
based. This was initially to recruit as many participants as possible. The percentages 
of paper-based questionnaires (55.1 %) and online questionnaires (44.9%) are 
nearly the same. As shown in Table 4.2, more male teachers (60.7%) were surveyed 
than female teachers (39.3%). A possible reason for this is related to the dominance 
of men in this sector, particularly at higher positions in the university. In some of 
these universities, it was hard to find female teachers in the position of head of 
department or faculty because most of the higher positions were held by men, 
despite the recent stated efforts by the Algerian government to increase the 
number of women.  
In this study, participants were more likely to be experienced teachers (58.3%) 
than new teachers (9.6%). The participants who held PhD were more than those 
who had only completed their magister10. Participants who live in the city were 
more than those who live in less urban regions.  Approximately half of the teachers 
were from the University of Annaba.  The mean of participants’ age in both online 
and paper-based questionnaires indicate that the average age of most participants 
was between 30–39 for paper-based data and 45–54 for online data.  
 
 
                                                     
10 Magister in the Algerian old higher education system is a postgraduate qualification 
that is higher than master and lower than PhD. 
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Table 4.2 Demographic Information on Teachers completing the Questionnaire 
Variables  Sub-variables N   % 
Gender Female 46 39.3 
Male 71 60.7 
Years of teaching 1–3 16 13.9 
4–6 11 9.6 
7–10 21 18.3 
11+ 67 58.3 
Educational level Magister 32 28.3 
Doctoral 74 65.5 
Other 7 6.2 
Place of living 
 
 
Wilaya: City 93 80.2 
Dayra: Town 17 14.7 
Baladya: Village 6 5.2 
Faculty  Faculty of Exact and Natural Sciences 11 9.9 
Faculty of Sciences and Applied Sciences 14 12.6 
Faculty of Technology 6 5.4 
Faculty of Earth Sciences and Architecture 6 5.4 
Faculty of Medicine 10 9 
Faculty of Engineering Sciences 16 14.4 
Faculty of Science 34 30.6 
Institute of Architecture and Town 
Planning 
6 5.4 
Institute of Veterinary Sciences and 
Agronomic Sciences  
1 0.9 
Faculty of Material Science 3 2.7 
Centre for Research in Industrial 
Technologies  
1 0.9 
National School of Mines and Metallurgy 2 1.8 
Institute of Hygiene and Industrial Safety  1 0.9 
University  University of Annaba 54 49.5 
University of Batna 25 22.9 
University of Oum El Bouaghi 30 27.5 
 
4.5 Methods and Procedures of Data Collection 
This research utilises different quantitative and qualitative methods to answer 
the research questions. Table 4.3 summarises these methods, the targeted research 
aims and data collected.  
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 Table 4.3 Mixed Methods and Data Collected in this Study  
Research 
aim 
Methods Number of Data collected  Data 
Analysis  
Attitudes 
towards 
languages, 
MOIs, EMI 
in Algeria 
Questionnaires 
 
409 students Questionnaires Statistical 
analysis 
using 
SPSS.   
 
118 teachers Questionnaires 
Focus groups 8 focus groups with students Thematic 
analysis 
using 
NVivo.  
One focus group with policy-managers 
in the MESRS 
Interviews  15 interviews with teachers 
One interview with an international 
student 
One interview with policy-makers in the 
MESRS 
Questionnaires Open-ended questions obtained from 
student and teacher questionnaires 
Language 
practices in 
classrooms 
and 
university  
Classroom 
observations  
19 observed classrooms  
6 observed 
classrooms 
at 
Annaba 
University  
 
9 observed 
classrooms 
at Batna 
University 
4 observed 
classrooms 
at 
Oum El 
Bouaghi 
University  
 
  
4.5.1 Piloting the research  
Before conducting this research, I was inspired by a study conducted by Dearden 
(2015) where she used a “preliminary study” in three European countries (Austria, 
Italy and Poland) to refine the research area and conceptualise the research 
problems. According to Dearden (2015), this preliminary research was very helpful 
in creating a platform for the whole study and targeting the important research 
areas for the main research that was conducted later in different 55 countries. I 
used a similar preliminary research method to refine the study questions, test the 
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practicality of conducting fieldwork and pilot the preliminary questions of my main 
study methods.  
In September 2016, I carried out the preliminary research in three Algerian 
universities: University of Oum El Bouaghi, University of Khenchela and University of 
Guelma. The participants who were included in the preliminary research at the 
University of Oum El Bouaghi were excluded in the main study. During the 
preliminary exploration, I conducted semi-structured and open interviews with 27 
students and 12 teachers and head of departments. The findings from these 
interviews were not taken into consideration because they were used at the very 
preliminary stage of this research to only pilot the study. What is important to 
discuss here is the actions taken from this exploratory research.  
The first action was related to the practicality and feasibility of conducting the 
main research in Algerian universities. While doing the preliminary research, the 
participants often requested implicitly or explicitly an ‘authorisation letter’ from the 
higher authorities to allow me to do the research in the university premises. The 
Algerian MESRS is considered as the highest authority that can allow researchers to 
conduct research in the university. Therefore, I requested this letter from the 
Ministry before conducting the main research. This letter helped me gain access to 
the university premises and reassured the participants about the permitted nature 
of my research. This letter was used only when the participants requested to ensure 
that my study is authorised. I did not show it to participants who did not request it 
in order to avoid putting any pressure on them to participate.   
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The second action was related to the methods of data collection. While doing 
this preliminary study, I noticed that students or teachers asked to do the 
questionnaires instead of interviews that took more time. Therefore, I included 
questionnaires for both the students and teachers in the main study in addition to 
interviews and focus groups. Based on the preliminary results, I noticed that French 
as a MOI was not clearly acknowledged or practised in the university classrooms, 
though it is the de facto MOI. Therefore, a section in the questionnaires and 
interviews was dedicated to address students’ and teachers’ views about French 
being the MOI.  
While doing the interviews and questionnaires, some questions and terms were 
vague for the participants. Hence, these were avoided when designing the main 
questions of the questionnaires in the main study. Some questions (such as the 
reason for choosing to study a subject and the previous institution, the years of 
studying English) were deleted from the questionnaires and interviews of the main 
study because they were not of direct relevance to the main research questions and 
tended to distract from the main questions. Another action was related to the 
methods of data collection. I used paper-based questionnaires in the main study 
because I noticed that not all students have access to the internet to do the online 
questionnaires.  
Based on these actions, the questions of interviews and questionnaires for the 
main study were restructured and designed. A pre-test of these questions was 
conducted following two steps: “initial piloting” and “final piloting” (Dörnyei, 2007, 
p. 112). The initial piloting included giving the questionnaires to one colleague, 
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writing academic team members at the University of Portsmouth and my two 
supervisors for their review and revision. Based on their review, a couple of 
questions were changed because they were vague, general or overlapping. Another 
adjustment was to add open-ended justifying questions to give the participants an 
opportunity to justify their answers when necessary.  
After designing the “near final version” of the questionnaires and interviews, the 
final piloting was conducted (Dörnyei, 2007, p. 112). It was conducted with four 
Algerian students because the research questions and instruments have been 
already tested and refined in the initial piloting and the preliminary investigation. 
The outcomes of the final piloting were discussed and reviewed with my two 
supervisors and the following actions were undertaken. I updated the forms of the 
information sheets, in which a sentence was added to address the importance of 
the interviewees’ ideas and appreciation of their participation.  
Based on my discussion with my supervisors, it was suggested to offer the 
participants the opportunity of sending them the transcription of the interview or 
finding of the study. Hence, after the interviews I provided my email to participants 
if they wanted to see the transcripts or findings. This made them more comfortable 
and confident about the voluntary nature of the research and that their voices 
would be accurately represented. It was also suggested from the pilot testing to add 
introductory sentences into the consent form (see Appendix 30) explaining the 
forms and how to use them. Where participants, such as policy-makers, wanted to 
do an informal interview without recording, this was possible and the interview was 
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readily transformed into a conversation, from which I made extensive notes at the 
end of the discussion. 
4.5.2 Questionnaires  
The use of the questionnaires in this study aimed to answer the research 
questions on attitudes, while providing relatively generalisable data and including a 
wide range of opinions (Saunders et al., 2012). Questionnaires are “relatively easy 
to construct, extremely versatile and uniquely capable of gathering a large amount 
of information quickly” (Dörnyei, 2007, p. 101). The questionnaire, however, might 
not give a complete overview of participants’ views or might restrict participants to 
listed answers, thus both interviews and focus groups were also implemented.  
4.5.2.1 The structure of the questionnaire 
The questionnaire was designed by the researcher (i.e. self-constructed) based 
on the preliminary and piloting research, and the aims of this research. The 
questionnaire, like the interview, was not based on those used in previous studies 
because of the specificities of the Algerian context, where EMI has not been 
implemented yet. The instruments used in previous EMI research were designed for 
contexts where EMI has already been implemented or for contexts that have 
different political, historical and linguistic features. Whereas previous Algerian 
studies did not target EMI in Algerian HE in particular. Therefore, I designed my own 
research instruments based on the aims of this research and the specificities of the 
Algerian context.   
The sections of the questionnaires (see appendices 32 and 33) were organised 
with the aim of eliciting the following information: 1) background information, 2) 
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perceptions of the language practices and attitudes towards languages and 
different MOIs, and 3) attitudes towards EMI. In this questionnaire, there were two 
types of questions: factual and attitudinal (Dörnyei, 2007). The format of these 
questions was both closed and open-ended. Closed ended questions were useful for 
comparing between different variables and cases, while open-ended questions 
aimed at eliciting in-depth information and allowing the respondents to express 
freely their opinion or clarify their answers in the closed questions (Adams, et al., 
2007). Different types of closed questions were used to gather factual, background 
information and attitudes. These questions included categories (e.g. gender, age), 
checklist (selecting the suitable used language), rank (e.g. evaluating language 
skills), and attitude statements (e.g. asking about agreement with EMI) (Adams, et 
al., 2007). The use of numerical rating scale was useful to compute and compare the 
means between the teachers and students and to test the impact of inferential 
variables on ordinal variables (Dörnyei, 2007, p. 106).  
To avoid leading questions, the first open-ended in the first section asked 
participants to describe the four existing languages in Algeria (Standard Arabic, 
Darija, Berber, French and English) in a few words. This question was placed first to 
elicit their first views of these languages. This helped to generate data from 
participants without the influence of ready-made answers in closed-ended 
questions.  
4.5.2.2 The administration of questionnaire 
The administration of the questionnaire followed the traditional method of 
distributing paper-based questionnaires. This phase was undertaken during the 
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fieldwork from March to May 2017 in the three selected universities. In most 
departments, respondents were given in person the questionnaires to complete, 
while in other departments particularly for teachers, it was left in “prominent places 
for people to pick up and complete” (Matthews & Ross, 2010, p. 2015). In one 
department, a volunteer student was met during the fieldwork and voluntarily 
helped in giving the questionnaires to peers in this department (i.e. snowball 
method).   
I ensured that the participants were first given all necessary information about 
the research and informed about the voluntary nature of the study. They were not 
asked to provide any identifying information. They were informed at the start of the 
questionnaire that their answers are treated confidentially and anonymously. They 
were then asked to take their time and feel free to ask any questions when I was 
available.  
The second phase was conducted after the collection of all paper-based 
questionnaires. This phase was implemented because the number of teachers 
participated was not enough for the analysis. It was even hard to contact all 
teachers in scientific departments during the fieldwork and give them the 
traditional paper-based questionnaires. Therefore, an online questionnaire was 
used to recruit more teachers through their email collected from their University 
websites or through Academia or ResearchGate. The paper-based questionnaire 
was transferred into a google form and sent to teachers within the investigated 
universities.  
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4.5.3 Interviews  
The interview was used to elicit in-depth information from teachers using semi-
structured interviews and through a face-to-face mode in their scientific 
departments (Walliman, 2006). Semi-structured interviews were used to limit the 
discussion to the main research topics, while allowing for the introduction of new 
ideas based on participants’ views, experiences and knowledge (Matthews & Ross, 
2010). The unstructured interviews (2 out of 15) were used only when participants 
requested this type because of their short time, but I ensured to keep the discussion 
around the main prepared questions in the semi-structured interviews.  
Different types of questions were used in these interviews. The first few 
questions were direct and easy questions about teachers’ own education and 
linguistic background. This helped to ensure that the participants feel comfortable 
in answering questions. Then, “content questions” were used to discuss the main 
views, issues and opinions of participants. “Probes” were also used within the 
discussion to ensure clarification and getting more qualitative answers from 
participants about a certain point (Dörnyei, 2007, p. 137). The questions in the 
semi-structured interview were designed along with the questionnaires based on 
the research aims and findings from the preliminary investigation. Like the format 
of the questionnaires, the semi-structured interview was divided into three sections 
aiming to elicit information about the background of participants, their views about 
languages and language practices, then perceptions and attitudes towards MOI and 
EMI.  
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One unstructured interview was also used with an international student who was 
interested and volunteered to participate in this research. The designed 
questionnaires of students were not useful for international students, who 
represent a very small proportion. However, it was useful to interview this 
international student and ask about his views regarding English and MOI in Algeria. 
One unstructured interview was also conducted with a policy-maker who preferred 
to have an informal short discussion because of the time-constraints and inability to 
conduct formal interviews inside the Ministry. 
All interviews in this study were carried out face-to-face during the fieldwork 
from the end of March until May 2017 in the three selected universities. The 
participants were also assured that the aim of the interview was to discuss the 
research topic without any judgment on their answers and opinion. The teachers 
participated in the interviews were asked to answer in their preferred language, 
which they are comfortable with. Some teachers discussed in French, others in 
Arabic, while one teacher in English. Those teachers who accepted and volunteered 
to participate were given two consent forms to sign; one kept with the researcher 
and one was given to them. As shown in Table 4.4, nine (of 15) interviews were 
recorded when participants consented to record the interview. Note-taking was 
used instead when the participants (6 interviews) accepted to participate without 
audio recording.  
Table 4.4 Number of Recorded Interviews  
University  Interviews  Recorded  Not recorded  
Annaba  6 5 1 
Batna  5 4 1 
Oum El Boaughi  4 0 4 
Total  15 9 6 
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During the interviews that were not audio recorded, I was taking notes while 
teachers were talking, but I ensured I was looking and interacting with them. The 
interviews lasted between 15 to 30 minutes based on the nature of the interview 
and the teachers’ allocated time. At the end of the interview, participants were 
thanked for their time and given my email for any further enquiries about the 
interview or the research findings.  After the interview, I rewrote and organised the 
notes in a word document format by reflecting back on the discussion. 
4.5.4 Focus groups 
Focus groups are not very different from interviews, but they target a group of 
people with similar qualities and interests to discuss a topic with the aspect of 
interaction (Walliman, 2006). Focus group was used with students because it is 
“economical yet still yields detailed qualitative information from a relatively large 
number of respondents” (Ayiro, 2012). Different questions were prepared to guide 
the discussion in the focus groups and ensure that participants only discuss relevant 
topics to this research. Like the semi-structured interviews, the format of questions 
in focus groups was divided into different phases targeting the following topics: 
background of participants, language attitudes in general, perceptions and attitudes 
towards MOIs and EMI. Each question was asked separately to all students in the 
focus group, and then the discussion was open to all of them to ensure that they 
were all given an opportunity to talk.  
Using purposive sampling, only students from scientific departments were 
contacted personally in their departments and those who accepted to participate 
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were given the information sheet and an oral explanation of the study and its 
voluntary nature. Once they consented to volunteer and participate in the study, 
they were asked about their permission to record the discussion. As shown in Table 
4.5, six out of 8 focus groups were recorded when students consented to record the 
conversation, but taking notes was used for those who preferred not to record the 
conversation.  
Table 4.5 Number of Recorded Focus Groups  
University  Focus groups   Recorded  Not recorded  
Annaba  4 4 0 
Batna  2 2 0 
Oum El Boaughi  2 0 2 
Total  8 6 2 
 
Taking notes in a focus group might be harder than in interviews because of the 
number of people. However, I ensured I noted key information, while excluding any 
irrelevant discussion that also gave me time to write down relevant data. Like 
teachers, the students were told to speak in any language they feel comfortable 
with. I also conducted one focus group with three policy-managers because they 
requested to have a group conversation rather than individual interviews.  
4.5.5 Classroom observations  
Classroom observations were used because it provides the researcher an 
opportunity to see direct actions and practices (Dörnyei, 2007). It was used to 
observe different scientific classrooms in the three investigated universities during 
the fieldwork from the end of March to May 2017. Prior to the classroom 
observations, I designed a classroom observation checklist to address the main 
themes of this research. The aim of this checklist was only to guide and ensure that 
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I observe all aspects of the language practices. The data collected from the 
classroom observations was mainly qualitative rather than quantitative (Walliman, 
2006); since it was not possible to video record the classes. I was “a complete 
observer” rather than a participant in these classrooms (Walliman, 2006, p. 95). 
Some teachers who participated in the interviews or questionnaires were asked 
earlier about their permission to conduct observations in their classes. Those 
teachers who offered their classes were informed orally about the research and 
voluntary and anonymity of their participation. They were given a separate 
information sheet and consent forms of the classroom observations. In some 
classes, the teacher informed their students about the study in the observed 
classrooms, while I was given this opportunity in other classes where I introduced 
myself and explained to all students my study aims and nature. In one classroom, 
the students showed their interest in the topic and were happy to discuss their 
views about languages, MOIs and EMI.  
Matthews & Ross (2010, p. 261) found that the validity of data in observations is 
harder to achieve because the observer is faced with “so much to see, hear, touch 
and smell.” They, therefore, advised to collect all kinds of information exposed in 
the observed place. Therefore, during the classroom observations, I took notes 
about the general information of students and teachers in the classroom, languages 
in the whiteboard or blackboard, languages used in the student’s copybooks and 
languages used in the teaching resources of teachers, which were photographed 
whenever possible and permitted. I observed the changes in language use based on 
the language users (teachers or students) and the purpose of using the language.  
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At the end of one classroom observation, I was asked by some teachers to show 
them the notes I took, and they were happy with the validity of these notes. After 
the classroom observation, I organised and re-wrote all my notes in a word format. 
This strategy helped to add any information I still remember about the observed 
classrooms. All notes were then transformed into NVivo 12 for analysis.  
4.5.6 Translation and transcription  
The forms of the questionnaires and interviews were first designed in English to 
discuss them with the supervisory team. They were translated into Standard Arabic 
because this is the mastered language of the researcher and most of the 
participants. It is also the official language of Algeria and widely used in official 
paperwork. The students had their education prior to university in Arabic and some 
teachers also experienced an Arabophone education. Even Francophone teachers 
use Arabic for official purposes. The translation of English questions into Arabic was 
undertaken by the researcher (Arabic native speaker) and verified by another Arabic 
native speaker colleague at the University of Portsmouth.  
The second translation process undertaken in this research was after collecting 
the data. As shown earlier, the data collected for this study was in different 
languages: Arabic, French and sometimes English. The data collected from the 
questionnaires was inserted in the languages used by the participants to ensure 
that the meaning is not lost in translation, which contributes to the validity of this 
research findings (van Nes, Abma, Jonsson, & Deeg, 2010). The notes taken from 
classroom observations, some interviews (6 out of 15) and focus groups (2 out of 8) 
were written directly in English because it was easier and faster to document the 
Chapter 4 Research Methodology 148 
     
conversation, as it was not as straightforward to switch between different 
languages in writing as in speaking. The other recorded interviews and focus groups 
were transcribed using the language used by the participants.  
Oliver, Serovich and Mason (2005) differentiated between two types of 
transcriptions: naturalism and denaturalism. Naturalism follows a verbatim 
approach of transcribing the detailed uses and aspects of language and 
conversation are transcribed including silences. This approach is often adopted in 
conversation analysis that focuses on “actual speech patterns between people” (p. 
1276). Focusing on the details and unspoken language was however criticised 
because it might lead to misinterpretation and lessens data validity (Oliver et al., 
2005).  
The focus of my study was on the main themes discussed by participants, instead 
of their interaction and turn taking in the conversation. Therefore, I used the 
denaturalism approach where less attention was given to detailed transcription of 
the conversation (e.g. silence, laughter, pauses), though it also attempts to 
transcribe the verbatim of participants (Oliver et al., 2005).  Hence, I transcribed the 
languages used by participants as they are, but did not pay much attention to 
detailed naturalism transcription.  
Transcription of data is considered as a challenging process because it involves 
transforming data from an oral language to a written language (Kvale, 2007). The 
transcription of my data was even harder because students and teachers used 
different languages fluidly at the same time. These languages (Arabic and French or 
English) have different characters, which were difficult to integrate together in the 
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same sentences. I did a pilot test of transcribing the interviews and focus group 
using all characters (Arabic and Latin) at the same time. However, this approach was 
not feasible because the word document collapsed or changed the orders of words 
and sentences, which made the process of transcribing very slow and unfeasible. 
When there were fluid and multilingual uses of languages, I transliterated them to 
Latin characters. For those monolingual interviews (in French or English), the 
transcription was feasible in one language and one set of characters. The quotations 
used in this thesis include both characters (Arabic and Latin) because they were 
shorter than the transcripts themselves and Word was able to cope with this.  
The transcription was made in Word documents by the researcher who shares a 
similar linguistic background with the participants and as a native speaker of Arabic. 
All transcribed interviews and focus groups were then transformed to NVivo for 
analysis. The analysis process was undertaken on this rich and multilingual data 
without translation in order to strengthen the validity of this research. This rich data 
was also used in analysing the languages practices, which were highly translingual 
rather than monolingual. The challenges with data was mainly technical as it was 
difficult to incorporate different languages with different characters in Word or 
NVivo software. The researcher undertook the translation of all responses 
presented in the thesis. The translation was then reviewed by my second supervisor 
Dr Natalya Vince (Reader in French and North African studies at the University of 
Portsmouth) and by two other Arabic native speaker colleagues from the University 
of Portsmouth.  
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4.6 Data Analysis 
4.6.1  Quantitative data analysis 
There were three steps undertaken in the quantitative data analysis: data 
insertion, data cleaning and data analysis using SPSS 24. During these processes, I 
had training on quantitative analysis and the use of SPSS 24 at the University of 
Portsmouth. After the data collection, I had several one-to-one training sessions 
with Dr Stephanie Bennett who is the Learning Support tutor in quantitative 
research skills at the University of Portsmouth. She followed up my data analysis 
from the beginning to the end, including the insertion of data, the selection of 
appropriate tests, and the final verification of the chapter on data analysis. I was 
also in contact with other quantitative researchers at the University of Portsmouth 
for quantitative enquiries. The process of quantitative data analysis started from 
the insertion of answers from paper-based questionnaires into SPSS 24. After 
inserting all data into SPSS, data cleaning or screening was conducted following 
steps, suggested by Tabachnik & Fidell (2013) in the following Table 4.6: 
Table 4.6 Checklist for Screening Data  
1. Inspect univariate descriptive statistics for accuracy of input 
a. Out-of-range values 
b. Plausible means and standard deviations 
c. Univariate outliers 
2. Evaluate amount and distribution of missing data; deal with problem 
3. Check pairwise plots for nonlinearity and heteroscedasticity 
4. Identify and deal with nonnormal variables and univariate outliers 
a. Check skewness and kurtosis, probability plots 
b. Transform variables (if desirable) 
c. Check results of transformation 
5. Identify and deal with multivariate outliers 
a. Variables causing multivariate outliers 
b. Description of multivariate outliers 
Chapter 4 Research Methodology 151 
     
6. Evaluate variables for multicollinearity and singularity 
Note. Reprinted from Using Multivariate Statistics, by Tabachnick, B. G., & Fidell, L. 
S., 2013. p. 91, London: Pearson.  
 
The first step used to clean and screen the data was to check the accuracy of the 
data through the “examination of descriptive statistics and graphic representations 
of the variables.” (Tabachnik & Fidell, 2013, p. 61). This helped to check if there is 
any invalid or impossible data and check it with the original data for achieving 
accuracy. The second step involved checking missing data that were missed 
randomly when inserting the data into SPSS or missed because the respondent did 
not answer a particular question. The solutions to deal with missing data can be 
through identifying the missing data in SPSS or by “deleting cases or variables,” 
“estimating missing data,” or “treating missing data as data” through using the 
mean in place of the missing data (Tabachnik & Fidell, 2013, pp. 63–71).  
The third step in data cleaning or screening was checking for “outlier,” which is 
“an extreme value on one variable” (Tabachnik & Fidell, 2013, pp. 72–73). The 
outliers can be found using probability plots as suggested in Table 3 above. The 
outliers need to be checked and corrected or justified. The normality test was used 
to determine which test to use for testing the variables. The coding-booklet 
checklist proposed by Dr Darren Van Laar (in one of his workshops for the University 
of Portsmouth’s Graduate School Development Programme on SPSS) was used to 
justify all decisions that were made regarding outliers, missing and invalid data.   
The last stage in quantitative data analysis was the actual data analysis process. 
The statistical analysis of the questionnaires involves two types of quantitative 
analysis using SPSS 24. The descriptive statistics were performed to present the 
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background profile of participants either by using frequencies, descriptive statistics 
(mean, mode and median) or crosstabulation. The mean is the “statistical average” 
score of the data set (Ayiro, 2012, p. 298). The mode is the most frequently 
occurring score in the data set (Norris, Qureshi, Howitt, & Cramer, 2012). The 
median is the score which divides an ascending ordered data into two equal halves 
(Hinton, McMurray, & Brownlow, 2014). The crosstabulation is a method of 
displaying the relationship between two variables (particularly categorical) (Hinton 
et al., 2014).   
The second quantitative analysis involved the use of inferential statistics to test 
the differences between the means of different variables and the significance of 
these differences (significance level .05 and below). This reveals statistical evidence, 
which supports generalising to the target population based on the sample (Singh, 
2007). In this research, non-parametric tests were mostly used rather than 
parametric tests based on the findings of normality tests (see appendices 36-43). 
The normality tests were used to test the normal distribution of dependent 
variables for each category of independent variables, before performing any 
parametric statistical tests, such as the T-test, ANOVA and Pearson correlation.  
The normal distribution of variables was checked using the following tests. First, 
Skew and Kurtosis values need to be closer to zero and their z values should be 
between -1.96 and +1.96. Second, the p value of the Shapiro-Wilk test should be 
more than 0.05 (p> 0.05). These results indicate that the null hypothesis is not 
rejected and hence the data are normally distributed. Finally, exploring the 
histograms, normal Q-Q plots and BOX plots is essential to confirm the normal 
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distribution through the normal representations of the plots (Hinton et al., 2014, 
pp. 103–109). 
Regarding the chosen tests in the analysis of data, the Kruskal-Wallis test was 
used to test the relation between categorical variables (such as university, age, 
educational level and years of teaching) and continuous variables (such as 
agreement with EMI). The Kruskal-Wallis test is the non-parametric version of 
ANOVA, which compares more than two independent groups based on the sums of 
their ranks (Ho, 2014). Interpretation of the results of Kruskal-Wallis test is based on 
the p (Asymp.sig) value. The relationship between the tested variables is statistically 
significant, if this value equals or less than 0.5. The group that has the highest mean 
rank represents the highest score in the continuous variable (e.g. strongly agree 
with EMI) (Pallant, 2016).  
Second, the Mann-Whitney test was used to test the relationship between 
categorical variables (such as gender, languages of answering and mode on 
answering) and ordinal variables (such as agreement with EMI). The Mann-Whitney 
test is the non-parametric test equivalent to the parametric T-test. The Mann-
Whitney test examines “the differences between two independent groups on a 
continuous measure”, based on their medians. Interpreting the results of the Mann-
Whitney test is based on the significance level p ≤ .05.  If the relationship is found 
statistically significant, the group, which has the highest mean rank, has the highest 
measure on the continuous variables (Pallant, 2010, p. 227-229).   
The Chi-square test was also used in the analysis of data in order to find out the 
association between “two categorical variables. Each of these variables can have 
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two or more categories” (Pallant, 2010, p. 217). This test was used to examine the 
association between the categorical variable ‘preference of MOI’ and other 
categorical variables, such as gender, age, university, educational level. Age is 
considered here as a categorical variable because it is divided into age categories 
such as 18–24, 25–34, 35–44. The significance of the association between the two 
categories is determined if the sig value (p value) equals or less than 0.05. The test 
value and its sig value used for assessing the relation between the two variables are 
based on the following conditions. If the tested variables are 2 by 2 categories, 
‘continuity correction value’ is used. However, if the assumption is violated, the 
value of Fisher’s Exact Probability is used. The assumption is violated when 20% or 
less of cells have expected frequencies less than 5. In the case of variables with 
more than 2 categories, the Pearson Chi-Square value is used, if the assumption is 
not violated. However, if it is violated, the Likelihood Ratio value is used instead 
(Pallant, 2010). 
In the case of variable with more than two categories, it is necessary to find “the 
adjusted residual value” (which is equivalent to the Z value value), and percentages 
to examine which groups (categories) are different. The adjusted residual value (Z 
value value) that equals ± 1.96 or more are considered significantly different. These 
values and percentages of the variables can also determine if a group is significantly 
lower or higher than expected (Meyers, Gamst, & Guarino, 2013, p. 673). 
4.6.2 Qualitative data analysis  
Qualitative data collected from questionnaires, interviews, focus groups and 
classroom observations were analysed using thematic analysis. This analysis is 
Chapter 4 Research Methodology 155 
     
defined as “the process of identifying themes in the data which capture meaning 
that is relevant to the research question, and perhaps also to making links between 
such themes.” (Willig, 2014, p. 147). Although the thematic analysis might lead to 
“the dangers of decontextualization” (Maxwell & Chmiel, 2014, p. 26), in my 
analysis I often went back to the actual source of data to confirm conclusions. This 
step was facilitated using NVivo 12 that can quickly relate the themes to their wider 
contexts.  
In order to use NVivo properly, I received NVivo training from QDATRAINING Ltd 
training company through the University of Portsmouth. After this training, I had 
one-to-one training sessions with the consultant/trainer Ben Meehan from 
QDATRAINING Ltd. Using NVivo was very helpful and less time-consuming for the 
analysis of my rich, multilingual and diverse data, though NVivo was only a tool to 
facilitate the analysis, rather than conducting the analysis process itself. As 
recommended in QDATRAINING Ltd handbook, the analysis of qualitative data was 
divided into different stages based on the source of data: 1) open-ended questions 
in the questionnaires, 2) the qualitative data obtained from focus groups, interviews 
and 3) classroom observations. The analysis (see Figure 4.6) and findings from these 
different types of data were later triangulated.  
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Figure 4.6 Example of the steps undertaken in the analysis process using NVivo 12  
 
Auto generated nodes 
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Figure 4.6 shows the stages of analysis, which were adopted from QDATRAINING 
Ltd handbook (2015), in which there were four main phases of analysis, such as 1) 
auto coding, 2) open coding, 3) developing categories and 4) developing themes. 
For open-ended questions in the questionnaire, data was converted from SPSS to 
NVivo then an auto-code was implemented to create main nodes (qualitative 
answers) and cases (participants). Qualitative questions were categorised into auto-
generated nodes. After finishing the auto-coding above and generating the general 
nodes (nodes are containers of themes). The next stage involves three steps such as 
open coding, developing categories and developing themes. This stage followed the 
principles of thematic analysis, which was implemented to all other qualitative 
answers (QDATRAINING Ltd, 2015). 
The open coding included the initial coding of data where I read all the texts and 
extracted general nodes. Then, I reviewed this coding through the highlight and 
strips options in NVivo. Finally, I checked the frequencies of the nodes to find out 
the most often occurring node. After this initial coding, the next step involved 
developing categories by identifying the relationship between nodes. This is then 
followed by developing final themes based on the relationships between different 
nodes. These steps were followed in most of my data analysis. However, I was not 
restricted to only these steps and emerged themes. Rather, I often went back to the 
sources of the theme and read again for justifications. I also used different tools in 
NVivo, such as 1) Matrix to show the relationship between different themes and 
cases, 2) queries to look for particular words and 3) maps to structure ideas and 
themes (QDATRAINING Ltd, 2015). 
4.7 Ethical Considerations 
This research was reviewed by the ethical committee at the University of 
Portsmouth (see appendix 34). The researcher also gained permission from the 
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Algerian MESRS before conducting the research in the universities’ premises. To 
protect the identities of the participants, anonymisation is thoroughly applied to all 
data. None of the participants’ information can be identified. The raw data 
(recordings) which could potentially identify the identity of participants was dealt 
with extra care and confidentiality in line with the University of Portsmouth Data 
Management Policy. The main data of the research was anonymously analysed, and 
all reasonable steps were taken to ensure the confidentiality of data. 
I also ensured that all students and teachers were fully aware of their voluntary 
participation. Once they accepted to participate, they were given information 
sheets and the informed consent. Information sheets were used to inform the 
participants in the interviews and classroom observations about a) research aim, b) 
right to withdraw or not answer and c) anonymity and confidentiality of the data.  
This information was also explained orally to all participants in the interviews, focus 
groups, classroom observations, and questionnaires before conducting the 
research. 
For classroom observations, teachers within each classroom were individually 
informed about the research. They were then given the opportunity to schedule the 
timing of the observation. The information sheet (Appendix 31) and informed 
consent were given to teachers while students’ consents were sought orally when 
they were told about the research by the teacher in some classrooms or by the 
researcher in other classes. For the questionnaires, the students were informed 
about the research in groups or individually or through a volunteer student. The 
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questionnaire forms were then distributed through the volunteer student or the 
researcher to those agreed to participate in the study.  
The interviewees were individually informed about the research and they were 
given the informed consent and information sheet. The participants within the 
interview and questionnaire were given the right to withdraw from the study 
whenever they wanted. This was assured in the written informed consent as well as 
orally. The participants were given my contact details for further concerns and 
questions about the research. 
The data collected in this study were stored in two different places according to 
the type of data. The online data was stored in the University of Portsmouth N and 
google drives. The main research data will be securely stored for 10 years, while the 
consent forms will be stored for 30 years in compliance with the Data Protection 
Act (DPA). The paper-based data: data such as copies of questionnaires, samples of 
timetables, and library paper-based sources will be securely stored, until scanned 
and transformed into an online data. 
4.8 My Positionality as a Researcher 
Positionality is “an inward-looking exercise in which we demand of ourselves an 
examination of our constructed cognitive frameworks.” It is very important to 
acknowledge and engage with one’s positionality in order to be able to “invigorate 
empirical analysis” (LaRocco, Shinn, & Madise, 2019, pp. 3, 24). My positionality as 
an Algerian national studying in the UK about English as a medium of instruction in 
Algeria shaped how some participants viewed and interacted with me. Although I 
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attempted during my fieldwork to make my presence less visible, my views and my 
position in the discussion, my positionality as who I am was inevitably present.  
As an Algerian national, I was often expected to speak French, particularly in 
conferences internationally or even on some occasions during my fieldwork in 
Algeria. Not speaking in French was, nevertheless, a surprise for many, particularly 
French speakers. Algeria is often considered, particularly among French-speaking 
community internationally or even nationally, a Francophone country and most 
Algerians are expected to speak French. However, as I argued in my paper 
(Medfouni, 2020) the Algerian linguistic repertoire is not uniform and varies 
according to regional variables as well as social ones, such as age and level of 
education. Algerians born before the 1960s had their education in French, while 
younger generations (born from the 1970s onwards) had at least experienced 
Arabophone education in their primary and secondary education. I am among that 
generation who had an Arabophone education, where French is considered only a 
foreign language. The fact that French currently represents only a foreign language 
for many Algerians is not, however, widely acknowledged. I am also from the 
periphery (Oum El Bouaghi) where the French language has not been maintained as 
in other centre regions in Algeria.  
During my fieldwork, not speaking French and asking questions in Arabic made 
some teachers, particularly French speakers, categorise me as an Arabophone. This 
might have led them to defend their Francophone position and possibly express a 
more favourable attitude towards French as a medium of instruction. For the 
Arabic-speaking students, my use of Arabic helped me to gain their trust. They 
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considered me one of them, hence they were willing to share with me their 
experiences and were open about their feelings about the language problems they 
were facing with French as a medium of instruction.  
The fact that I was studying in an Anglophone University in the UK and about EMI 
in Algeria also made some participants think that I was promoting English. 
Therefore, they might have tried to show a more positive inclination to this 
language. Some teachers even seemed to blame me for not actively promoting 
English. Other teachers, instead, showed interest in my views as a researcher, since 
they regarded me as someone who would have a specialist view on this topic. In 
order to avoid influencing their own views, I told them that I was there to find out 
about their opinions and experiences as teachers who were actually experiencing 
the language situation inside and outside the classrooms on a daily basis.    
Furthermore, the fact that I was a cultural insider and an Algerian national was 
looked upon differently by some participants. Some of them considered me part of 
their group, as an ordinary citizen, rather than a European researcher or a high-class 
elite Algerian. They were even questioning, “how come you are studying in the UK, 
but you do not look a western-like or wearing ‘modern’ European clothes instead of 
my hijab look?” While this view was clearly expressed among some students, some 
teachers showed their reactions to my appearance indirectly. In the University of 
Oum El Bouaghi in particular, I was at the beginning viewed in a normal way. For 
some participants, I looked like any other student or researcher at the university. 
Being a former student and a resident in Oum El Bouaghi made me less noticeable 
to some participants. However, when these participants knew that I was doing a 
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PhD in the UK, they were surprised and started labelling me in different ways (e.g., 
“you must be smart, you must be from the elite or have nepotism, and how did you 
get this scholarship?”). Considering the few scholarships available for students in a 
periphery university, I might have been viewed as someone who got this scholarship 
through connections or nepotism. Thus, they were questioning my bursary. 
However, other participants particularly teachers were more interested in how to 
get similar bursaries and were asking for information about publishing, 
opportunities and ways of studying English.  
For some participants, it was necessary to show them the permission letter 
stating my research was fully funded and authorised by the Algerian Government 
(MESRS). This letter reassured participants that I was a researcher and not a 
journalist who might disseminate their views in public media or a politician 
discussing political issues. However, the fact that I was funded by the government 
might also have induced them to not show any views that might be seen as 
contrasting official policies. I noticed that some participants, particularly students, 
hesitated to discuss political matters in Algeria. Thus, the ways in which my 
positionality may have had an impact during my data collection is something that, 
as a researcher, I am aware of, but I am also confident that such impact did not 
alter the overall validity of my findings. This awareness of my own positionality is 
very crucial in the research process and is known as reflexivity or “the examination 
of one’s own beliefs, judgements and practices during the research process and 
how these may have influenced the research” (Hammond & Wellington, 2012). 
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4.9 Validity and Reliability  
In this research, I used quantitative and qualitative methods. Hence, I applied 
different measures to ensure the validity and reliability of the research. These terms 
are used differently across qualitative and quantitative research, though they 
address similar conventions. Reliability is used in quantitative research, while it is 
termed in qualitative research as dependability or consistency (Golafshani, 2003). 
Reliability (or dependability) is defined as the accuracy of measurement in reporting 
the same results when repeated (Taherdoost, 2016). Validity is also termed 
differently in qualitative research: credibility, trustworthiness or transferability 
(Dörnyei, 2007). In this thesis, I use validity and reliability for both quantitative and 
qualitative methods to avoid confusion.  
According to Cypress (2017, p. 256), reliability is challenging in qualitative 
methods because “human behaviors and interactions are never static or the same.” 
Cypress (2017) argued that attempting to ensure reliability in qualitative research 
implies the low quality of this research. Rather, there is a need for a comprehensive 
and detailed description of the study procedures that might be influenced by 
“intersubjectivity.”  In the three findings chapters and this chapter, I attempted to 
ensure reliability of qualitative data through providing a detailed analysis with the 
exact wording from participants as well steps for collecting and analysing the data.  
In quantitative data, questionnaires are considered more reliable than 
interviews, hence this method was used to increase reliability of this research 
(Cohen, Manion & Morrison, 2011). In the questionnaires of this study, Cronbach 
Alpha coefficient was not measured because the data was skewed and ordinal 
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(Zumbo, Gadermann & Zeisser, 2007). Even the proposed Ordinal Alpha by Zumbo 
et al., (2007) instead of Cronbach Alpha coefficient for ordinal data was criticised 
and found deceptive because it measures “hypothetical reliability” (Chalmers, 2018, 
p. 1056). The split-half reliability assumes that the data can be divided into two 
corresponding splits, hence this reliability tool was not used either because the 
survey, as “many tests have a gradient of difficulty or different items of content in 
each half” (Cohen et al., 2011, p. 201). However, having a large sample of 527 
(students=409, teachers= 118) increased the reliability of the questionnaire and 
allowed for conducting sophisticated statistics (Cohen et al., 2011, p. 144).  Another 
common strategy used to ensure validity and reliability of both quantitative and 
qualitative research is triangulation, which is “typically a strategy (test) for 
improving the validity and reliability of research or evaluation of findings” 
(Golafshani, 2003, p. 603).  
Mixing different methods and sources of data in this research helped to reduce 
biases and enhance confidence in the findings (Onwuegbuzie & Leech, 2007). Thus, I 
triangulated both quantitative and qualitative methods to achieve high validity and 
reliability of the research findings (Hale & Napier, 2013; Yeasmin & Rahman, 2012). 
Generalisability (i.e. external validity) of the results is restricted to scientific courses 
in the Algerian HE context because I used purposive sampling strategy that targeted 
only scientific courses in Algerian universities. Nevertheless, the use of mixed 
methods ensured the generalisability (external validity) of results to these scientific 
fields, through triangulating the findings from different methods (Dörnyei, 2007, p. 
45). 
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In the questionnaire, validity requires that it “measures what it purports to 
measure” (Matthews & Ross, 2010, p. 216). The preliminary research, initial piloting 
and final piloting were all used to ensure achieving content validity (the relevance 
of the questions from an expert view), while the final piloting strengthened face 
validity (i.e. clear and understandable questions) of the questions (Litwin, 1995; 
Matthews & Ross, 2010). Construct validity of the questionnaire is difficult to 
measure because it cannot be statistically tested and it requires “years of 
experience with a survey instrument” (Litwin, 1995, p. 7).  
Construct validity is concerned if the questions in the questionnaires measured 
what is intended to be measured (e.g. attitudes). Convergent validity, part of 
construct validity, was confirmed through checking the information given by 
participants with those presented in their university’s websites (e.g. name of their 
faculties and departments) or those presented in the language policies (e.g. the 
status of English), as shown the following chapters of data analysis. (Matthews & 
Ross, 2010, pp. 216–217).  Furthermore, I conducted data cleaning, as shown in 
section 4.6.1, to check for outliers, missing or invalid data before the analysis which 
strengthened the validity and accuracy of quantitative data (Dörnyei, 2007).   
Validity in qualitative data is achieved by minimizing the impact of external 
intervening factors. This was particularly ensured during the classroom observation, 
interviews and focus groups, through minimizing “obtrusive researcher effect” 
(Dörnyei, 2007, p. 190). To minimise this influence, researchers are advised to be 
aware of their impact on the observation process, while also examining and 
interpreting this impact (Monahan & Fisher, 2010). In my classroom observations, 
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my presence might have influenced teachers’ way of teaching by showing a more 
modern and successful adopted methods. As Monahan and Fisher (2010, p. 2) 
noted that observed people might try to show that they are doing things “more 
efficiently.”   
I noticed that teachers and students were not much concerned about their 
language use because they were using languages fluidly in order to communicate 
between each other and achieve their everyday’ purposes of teaching and learning, 
as will be discussed later in the chapter about language practices. Even if teachers 
assumed in their language discourses that they are using only French, their actual 
language practices showed a different multilingual practice, as opposed to what 
they wanted to show me. Hence, my presence did not have much impact on their 
use of languages in the classroom observation. Similarly, in the interviews or focus 
groups, participants were more concerned with discussing language issues in 
Algeria, but did not pay much attention to their own spontaneous language use. 
Observing all these aspects and triangulating the data from different methods 
strengthened the validity of the findings from this data. Using “persistent 
observation” during my fieldwork also allowed me to capture indepth information 
about participants and their language use through careful observation 
(Onwuegbuzie & Leech, 2007, p. 239).  
I also used “member checking” to ensure credibility of both questions in 
quantitative and qualitative tools as well as the analysis of obtained data. My data 
and analysis, as shown earlier, was checked by supervisors, colleague, academic 
team, SPSS expert and Nvivo expert at the University of Portsmouth (Onwuegbuzie 
Chapter 4 Research Methodology 167 
     
& Leech, 2007, p. 241). Self-description or reflection, as discussed in the section on 
positionality, was also helpful in being aware of my own position and its impact 
during the data collection and analysis processes (Long & Johnson, 2000).   
Throughout this thesis, I borrowed extracts from participants’ speech in their 
original language and then presented the translation in order to illustrate both the 
rich translingual data and “to contribute to trustworthiness” in this research (van 
Nes et al., 2010, p. 315). I also carried the analysis of most qualitative data in the 
languages used by participants then translating the findings in order to ensure that 
the meaning is lost in the analysis of translated data (van Nes et al., 2010). I 
regularly, as recommended by van Nes et al. (2010), revised and went back to the 
original data in the analysis process as well as the translation of final extracts used 
in the findings.  
4.10 Conclusion  
This chapter presented the research methodology used in this study by 
identifying the methods used for data collection and data analysis. This data 
provides new perspectives on the research of EMI particularly in postcolonial 
contexts, where the MOI is highly controversial. The analysis of this data contributes 
to our understanding of the issues around implementing EMI, discourses around 
MOI and language and actual language practices. This analysis is further discussed in 
the next three chapters: 1) the attitudes towards languages in Algeria, 2) the 
attitudes towards MOIs and EMI in Algeria, and 3) the languages practices in 
Algerian classrooms and universities. 
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Chapter 5 Attitudes towards Languages in Algeria 
5.1 Introduction  
This chapter examines language discourses among university students and 
teachers and their attitudes towards languages of Algeria, without a restricted focus 
on MOIs. The chapter is organised into three sections. The first section discusses 
attitudes towards languages in Algeria, notably Standard Arabic, Darija, Amazigh, 
French and English. This is then followed by an analysis of the perceptions of 
students and teachers about their own language backgrounds and practices. The 
final section focuses on attitudes towards English and its teaching in scientific 
departments in Algerian universities. The aim of this discussion is to locate the place 
of English within current language discourses and in higher education in Algeria 
before examining attitudes towards its potential implementation as a medium of 
instruction in the following chapter 6.  
5.2 Languages of the Collected Data  
The analysis in this chapter includes a triangulation of data in which both 
quantitative and qualitative findings are examined and compared. The data was 
collected from questionnaires, focus groups and interviews with university students 
and teachers between March and May 2017 at three universities: The University of 
Annaba, the University of Batna and the University of Oum El Bouaghi. When 
looking at qualitative answers, participants fluidly used a variety of languages to 
discuss their ideas and transmit meaning. Therefore, in this chapter, the qualitative 
responses are first presented in their original language and then translated into 
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English. The purpose of this is to show the multilingual practices and fluid use of 
languages by participants. These fluid language practices differ between 
questionnaires, focus groups and interviews. 
In focus groups and interviews, participants used languages more fluidly because 
the medium of communication was verbal. Students and teachers used their 
linguistic repertoire more freely to discuss their ideas. However, their use of 
languages was influenced by their language skills. While the majority of 
Francophone teachers tended to use French more often, the Arabophone students 
tended to use Darija more often. Those Francophone teachers include teachers who 
were more likely to be educated in French whether before or during their university 
degree. This depends on their age.  
Older teachers, who were born before and or during the independence, had 
their entire education in French because French was maintained as a MOI at that 
time. The young generation of teachers, born throughout the 1970s and 1980s, 
experienced the Arabisation process, where Arabic was implemented as a MOI at 
primary and secondary level. They, however, had their university scientific 
education in French. French at the time was more prominent in the Algerian 
linguistic context that it is today. The majority of students had their education prior 
to university in Arabic as a MOI. Their exposure to French as a MOI starts in their 
scientific classrooms at the University.  
However, Darija was the most used language in most discussions in interviews 
with teachers or focus groups with students. It was the meeting point of Standard 
Arabic and French. Participants started with either Standard Arabic or French, and 
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then smoothly shifted to using Darija. Students were more likely to use Standard 
Arabic or Darija, while teachers were more likely to use French. However, one 
female teacher wanted to be interviewed exclusively in English because she 
received her postgraduate education in English in Jordan. To speak in English was 
not only because of her Anglophone educational background, but also because my 
research was on English and I am based in an Anglophone university. Two teaching 
doctors at the University of Batna used mostly French because it was the most 
frequently used language in their surrounding educational and professional 
contexts.    
In the questionnaires, students and teachers tended to use one language 
separately as Figure 5.1 illustrates. Many teachers (62.8%) used Standard Arabic to 
answer the questionnaire, while only 28.7% used French. Few teachers 8.5% used 
English to respond to the questionnaire. This choice of languages might be a logical 
response to the questionnaire, which was written in Standard Arabic (see 
methodology chapter for further information). However, teachers showed initial 
discomfort to write in this language because they believed that they had forgotten 
their Standard Arabic skills, or had a low proficiency in this language. Standard 
Arabic in their context is used only for administrative and official purposes. Despite 
this initial discomfort and low evaluation of their Standard Arabic proficiency, many 
teachers used this language fluidly in their writing.   
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Figure 5.1 Monolingual examples (French or Standard Arabic) of teacher responses 
in the questionnaire.   
 
Students were happy to read and write in Standard Arabic because they found it 
easy to use Standard Arabic, at the same time they complained about their daily 
struggle with understanding and writing in French. About 80% of students used 
Standard Arabic to answer the questionnaire and only 15% of students used French. 
From those students who used French, only 35% were able to write full sentences in 
French, while 65% wrote a few French keywords, such as subject, department, 
faculty and university, MOI and place of residence. The rest of their writing was in 
Standard Arabic. Students who responded to the questionnaire in Darija were 2.6% 
and those who used English were only 2.4 %. As a native speaker of Darija, it was 
easy to identify Darija in relation to Standard Arabic in the writing, based on its 
distinct structure and language borrowings, which were mostly written in Arabic 
letters, as the right bottom picture below shows.  
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There were some instances where different languages were used more fluidly 
even in the writing mode of discussion. For instance, the first two pictures in Figure 
5.2 show examples of combined use of two languages, such as French and English or 
Standard Arabic and French. The subsequent pictures show a more translingual use 
of languages: Standard Arabic, Darija and French. The bottom left picture is taken 
from a teacher questionnaire, while the rest are for students. These pictures were 
selected based on their clarity and for the purposes of illustrating the different 
languages used to answer the questionnaires.   
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Figure 5.2 Translingual uses of different languages by student and teacher in the 
questionnaire.  
When examining qualitative responses of students and teachers, they tended to 
use their linguistic repertoire to communicate and convey their ideas. Their use of 
languages was bounded with their skills and background rather than their attitudes 
towards these languages because communication was a priority. This multilingual 
data demonstrates the multilingual nature of the context that needs to be taken 
seriously when discussing EMI or any monolingual MOI.  
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5.3 Attitudes towards Languages  
This section analyses the views of university students and teachers about 
languages in Algeria: Standard Arabic, Amazigh, French, English and Darija. These 
languages are discussed in this order based on the official status of these languages 
in Algeria (see chapter 1). Participants were asked about their own definition of 
these languages. The data in this section is therefore participant-generated and 
questions did not have an impact on participants’ answers. The aspects of 
languages talked about in this discussion were chosen by participants.   
5.3.1 Attitudes towards Standard Arabic 
This section focuses on attitudes towards Standard Arabic through the analysis of 
students’ and teachers’ answers to the question asking them to describe these 
languages. Figure 5.3 presents the percentages and number of themes obtained 
from thematic analysis of student and teacher descriptions of Standard Arabic in 
the questionnaires. A multiple bar graph is used in order to display the main themes 
that influenced student and teacher attitudes towards languages in Algeria. The 
letter ‘n’ and the number inside each bar in this Figure stands for the frequency of 
occurrences of a particular theme based on thematic analysis using NVivo. The 
number inside each bar represents the occurrence of each theme. Percentage axis 
is used to compare between themes of students and teachers. 
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Figure 5.3 Student and teacher discourses of and attitudes towards Standard Arabic. 
 
As shown in Figure 5.3, the main factors that influenced students’ and teachers’ 
attitudes towards Standard Arabic were connected to identity. The fact that led 
many participants to positively view this language and show an emotive connection 
to it. Similar findings were noticed in student focus groups and teacher interviews. 
Standard Arabic was widely linked among participants to their cultural, linguistic 
and ethnolinguistic identity. Many participants linked this language to “the Quran”, 
“Islam” and “religion”, as the below examples demonstrate. 
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 Student11 (questionnaire): “ الكريم القرآن لغة أي المسلمين لغة ” [the language of 
Muslims, i.e. the language of the Quran].  
 Students (focus groups): “ اإلسالم لغة ” [the language of Islam], “ الدين لغة ” 
[language of religion], “ القرآن لغة ” [language of the Quran].  
 Teacher (questionnaire): “la langue du coran que j'aime” [the language of the 
Quran, which I love].  
For Algerians, Standard Arabic might not only represent only religious identity 
but also linguistic identity. Teachers and students viewed Standard Arabic as their 
mother tongue (“ ي االم
 or “la langue maternelle”). They even asserted this ”لغت 
assumption by highlighting that: “Standard Arabic is an easily understandable 
language because it is [our] mother tongue.” However, Standard Arabic is officially 
introduced in primary schools, but not necessarily acquired in childhood in its 
Standard form. Rather, Darija (Algerian Arabic) is the language used from childhood.  
One possible explanation for labelling Standard Arabic a mother tongue is 
connected to the symbolic value given to this language in the Algerian society. 
According to Benrabah (2007), the religious connotation of Standard Arabic and its 
link to the liberation from French colonial influence have maintained this symbolic 
value of Arabic. Students and teachers might also not separate between Standard 
Arabic and Darija. Darija is probably undermined because it is seen as an Arabic 
dialect, whereas Standard Arabic might be seen as the only language that can be 
named as a mother tongue.    
                                                     
11
 The quotes and extracts from participants are first used focusing on the themes only without 
singling out the different variables of participants. Then, a comparison is made separately between 
the different regions and variables of students and teachers in this chapter and subsequent Chapter 
6.   
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The fact that Standard Arabic is linked to the Arab world had an influence on 
student and teacher views about this language. Standard Arabic was, therefore, 
identified and symbolised based on its value and connection to the Arab world, 
despite the Amazigh history of the Algerian region. A student said that Standard 
Arabic is “the language of the Arab world that I belong to.” This feeling can be 
captured under the term ethnolinguistic identity that is defined as "a subjective 
feeling of belonging or affiliation with a social group that is defined in terms of a 
common ethnic ancestry and a common language variety." (Noels, 2017, p.1) This 
Arab ethnolinguistic identity further reflects student and teacher regional 
belonging. Students and teachers by connecting to Standard Arabic created a 
feeling of belonging to a particular place in the world.  
For other participants, Standard Arabic did not only symbolise their Arab identity 
but also Algerian “national identity” in particular. To illustrate this, a student said 
Standard Arabic symbolises “national sovereignty” in Algeria. The fact that Standard 
Arabic was connected to cultural, ethnolinguistic and national identity led to the 
creation of a positive image of this language. These positive views of Standard 
Arabic were further emphasised in the participants’ emotive or positive descriptions 
of this language, such as “beautiful”, “elegant”, “loved”, “easy”, “rich” “eloquent”, 
“encyclopaedic” and a “great language”.  
Despite the symbolic status and value given to Standard Arabic, some students 
and teachers, as shown in the below examples, believed that Standard Arabic is a 
“non-scientific”, “non-professional” “endangered”, “marginalised” and even a 
“dead” language to be a MOI. These views of Standard Arabic might not reflect the 
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status of this language in the Middle East or the North African region, where it is 
widely maintained and widespread including scientific courses in some countries, 
such as Qatar and Saudi Arabia. Rather, it might be identified as a marginalised 
language in relation to the Western world or the international scientific and 
academic context of students and teachers, where there is a low presence of this 
language.  
 Student (questionnaire): “ تتقنها التي األشخاص من الكثير يوجد وال مهملة ” [It is a 
marginalised language and there are only a few people who master it]. 
 Teacher (questionnaire): “la langue arabe est encore loin d’être utilisée en 
technologie” [the Arabic language is far from being used in the field of 
technology]. 
Furthermore, few participants, as shown in Figure 5.3, described Standard Arabic 
by mentioning its current official status in Algeria, such as the official language or 
medium of instruction prior to university. Factual descriptions such as those below 
were not very common among participants.   
 Student (questionnaire): " للبالد الرسمية اللغة ” [the official language of the 
country].  
 Teacher (questionnaire): “[the language] used in primary and secondary 
education level.” 
Despite the cultural, linguistic, ethnolinguistic, and national identity associated 
with Standard Arabic, this language is not widely used among Algerians in their daily 
life and informal communication. Rather, it is only used for formal settings and as 
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the official MOI in schools. The use of Standard Arabic in classrooms will be further 
examined in chapter 7 on language practices.  
5.3.2 Attitudes towards Amazigh  
This section examines attitudes towards the Amazigh language among university 
students and teachers. The thematic analysis of student and teacher descriptions of 
Amazigh in the questionnaires is presented in Figure 5.4. The themes are presented 
and ordered in the multiple bar chart based on their relevance. The first sequential 
themes in the graph represent the views of Amazigh that are connected to identity. 
Whereas, the subsequent themes represent the different political external factors 
shaping the status of Amazigh in Algeria.  
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Figure 5.4 Student and teacher discourses and attitudes towards Amazigh.  
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One of the main views about the Amazigh language among students and 
teachers was connected to identity, such as ethnolinguistic, regional, cultural, 
national or linguistic. As shown in Figure 5.4 above, ethnolinguistic identity was the 
most common connotation of Amazigh for participants. Some students and 
teachers were proud of the Amazigh language because it connects them to their 
ethnicity and origins. For them, it represents a link to their ancestors and heritage. 
The below extracts demonstrate this connection between Amazigh and participants’ 
ethnolinguistic identity that gives them a feeling of belonging: 
 Student (questionnaire): “ وإعتزازي وفخري أصلي ” [My origins and my pride]. 
 Student (focus group): “ االجداد لغة ” [the language of ancestors]. 
 Teacher (questionnaire): “ التراث و االصل ”[ Origins and heritage]. 
Thus, for some students and teachers, Amazigh is not only a language, but it is a 
symbol of their “cultural identity” “cultural heritage”, “customs” and “traditions.” 
The regional identity associated with the Amazigh language was related to a 
particular region and people in Algeria, but not necessarily participants themselves. 
Students and teachers in the below examples emphasised that Amazigh is a specific 
language for particular Amazigh regions in Algeria.  
 Student (questionnaire): “ األمازيغ بالد بالجزائر، معينة ةطقبمن خاصة ” [a special 
language for a particular region in Algeria, the region of Amazigh].  
 Student (focus group): “c'est regional, مليحة حاجة  mais الشاوية لقبايل غير يستعملوها ” 
[it is a regional language used only by the Kabyles, the Chaouis, but it is a good 
thing].   
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 Teacher (questionnaire): “ الجزائري المجتمع من فئة لغة ” [The language of a 
particular social group in Algeria].  
 Teacher (interview): “… وحدة منطقة في محصورة لغة هي …” [It is a limited language to 
specific region].  
Interestingly, some students and teachers thought that the Amazigh language 
refers to only the Kabyle language, which belongs only to the Kabyle people– a 
specific Amazigh-speaking region in Algeria. However, the term Kabyle refers to a 
group of Amazigh people or a variety of Amazigh language. The belief that Amazigh 
means the Kabyle might be the result of the Kabyle people being the largest 
Amazigh group as well as the wide and popular use of Kabyle language within the 
Kabyle regions, unlike other Amazigh groups such as the Chaoui, and the Tuaregs. 
Although the data for this research was mainly collected in Amazigh Chaoui regions, 
particularly Batna and Oum El Bouaghi (see chapter 1 for the map), some students 
and teachers believed that Amazigh is confined only to the Kabyle region, which is 
the most popular and dominant Amazigh region in the Algerian society, while 
Amazigh in the Chaoui region is less popular and more marginalised. 
Amazigh was also associated with the national identity by some students and 
teachers. For instance, a student said that it is part of Algerian identity (“ قسم من
 Other teachers defined Amazigh as the language of “identity” and .(”الهوية الجزائرية
“belonging.”  The identity status of Amazigh led some students to show positive 
emotive connections to this language, using positive views, such as being 
“beautiful”, “special” and an “amazing” language. 
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 Table 5.1 displays the comparison between different regions and participants’ 
attitudes towards the Amazigh language. Students who mostly came from the 
Amazigh oriented regions, such as Batna recognised Amazigh as a mother tongue. 
Even the one student, who is based at the University of Annaba and who termed 
Amazigh as her mother tongue, was coming from a Kabyle town in Bejaia province. 
Therefore, Amazigh might be their mother tongue that they first acquired at their 
home. Yet, not all students and teachers showed that they speak Amazigh or that it 
was their mother tongue.  
Table 5.1 Place of Residence and University of Students who Viewed Amazigh as 
their Mother Tongue  
Student Place of Residence  University  
1  Biskra  University of Batna  
2  Aïn Touta, Batna University of Batna 
3  Batna  University of Batna 
4  Batna  University of Batna 
5  Batna  University of Batna 
6 Kendira, Bejaia  University of Annaba  
 
The above view that linked Amazigh to identity was not represented equally in all 
universities. Figure 5.5 shows that the symbolic value of Amazigh as the language of 
identity was common among students at the University of Oum El Bouaghi and the 
University of Batna more than among students at the University of Annaba. In this 
Figure, the number (n) and percentages of the occurrence of identity theme among 
students and teachers across different universities, based on thematic analysis 
using NVivo 12 (see Appendix 35). The regions of Oum El Bouaghi and particularly 
Batna have preserved the Amazigh language and culture far more than it is used in 
the historically Arabophone region of Annaba. 
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Figure 5.5 Percentages and numbers of themes (cultural, ethnolinguistic, linguistic, 
national and regional identity) linked Amazigh to identity among students and 
teachers in different universities.   
 
On the other hand, the analysis of students’ and teachers’ views about the 
Amazigh language revealed another complex picture of the political and 
controversial status of this language in Algeria. As shown in the earlier Figure 5.4, 
many students and teachers (n=115) demonstrated a linguistic unfamiliarity with 
this language. One possible explanation for this linguistic unfamiliarity can be the 
politically controversial nature of the Amazigh question in Algeria that might lead to 
the gradual disappearance of this language and culture in academic contexts in the 
Chaoui region. Whereas, in the Kabyle region, it is more politicised, hence it is more 
practiced. The political nature and lack of Amazigh knowledge and skills led some 
students and teachers to view Amazigh negatively, as illustrated the examples 
below:  
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 Student (questionnaire): “ أصال بها أعترف وال أفهمها وال أتكلمها ال ” [I do not speak it 
and I do not understand it. I also do not even recognise it (as a language)].  
 Student (questionnaire): “ جدا قديمة محبوبة، غير ، سيئة صعبة، لغة ” [It is a difficult, 
poor, unlikeable, and very old language]. 
 Students (focus group):  
1.  “ (يهدروا) الي لعباد غير مفهومة. مفهومة غير إيه، لهجة ” [It is a dialect. 
Incomprehensible. Understood only by the people who speak it].  
2.  “aucune idée” [I have no idea about Amazigh].  
 Teachers (questionnaire): “غريبة” [weird]. “pauvre” [poor], “ معروفة غير ” 
[unknown].  
 Teacher (interview): “ نقولوا كيما لهجة , c'est pas une langue” [it is a dialect not a 
language].  
 
As the above examples indicate, the linguistic unfamiliarity with Amazigh stems 
from students’ and teachers’ lack of knowledge and skills of this language. The 
Amazigh language was even described by students and teachers as a “dialect” not a 
language to undermine it, as illustrated in the below examples:  
 Students (questionnaire):  
1. “ التداول قليلة ثانوية لغة ” [It is an unimportant language, which is uncommonly 
used].  
2.  “ فيها معترف غير ” [It is not a recognised language].  
 Teachers (questionnaire): 
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1. “ السلطات اهملتها لألسف …” [Unfortunately, Amazigh is marginalised by the 
authorities].  
2. “peu utilisée” [Amazigh is not widely used].  
 Teacher (interview): “I do not know it. I am not fluent at it. I do not use it, though 
I am Berber, but I do not use it. I do not understand it. Difficult.”  
 
The key findings emerged from students’ and teachers’ discourses about 
Amazigh can demonstrate the low presence of this language in students’ and 
teachers’ academic scientific context, particularly in the Chaoui region. The fact that 
made them see it from a pessimistic angle because of their lack of knowledge and 
skills. This linguistic unfamiliarity can be the result of the political and controversial 
nature of the Amazigh question in Algeria.  However, this finding might not be the 
same in other regions, particularly in Kabylia, where Amazigh is widely used and 
maintained. Despite its marginalised status, Amazigh remains for many participants 
a symbol of their ethnolinguistic identity.   
5.3.3 Attitudes towards French  
This section examines the attitudes towards French through the thematic 
analysis of students’ and teachers’ views about this language, which is presented in 
Figure 5.6. As this Figure indicates, different discourses about the French language 
were generated from students and teachers’ data. These discourses were 
influenced by external and internal factors, shaping the status of French in the 
Algerian context.  
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Figure 5.6 Student and teacher discourses and attitudes towards French.  
 
Many teachers and students defined French by linking it to its official and 
functional roles in Algeria without showing any positive or negative judgments 
about these roles. French was viewed based on its function only. Teachers, 
however, showed these functional views more than students did. The functional or 
official roles of French discussed among students and teachers refer to its status as 
the MOI and first foreign language in Algeria. As illustrated in the following 
examples, French was even presented by some participants as an official language, 
which is not the case in Algeria. This view might be the result of maintenance and 
prevalence of French in their scientific fields.   
 Student (questionnaire): “  في المستعملة واللغة الجزائري الوطن في الثانية الرسمية اللغة
 French is the second official language and the medium of instruction] ”التدريس
in Algeria]. 
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 Student (focus group): “ بيها نقراو الي اللغة هي ” [French is the language used in our 
studies].  
 Teachers (questionnaire): “la langue d'enseignement” [French is the medium 
of instruction], “ المهنة ممارسة و والتعليم الدراسة لغة ” [French is the language of 
studying, teaching and profession].  
 Teacher (interview) : “c'est la deuxième langue pour les Algériens” [French is 
the second language for Algerians].  
 
These students’ and teachers’ descriptions naming the functions of French might 
reflect their current position in education and functional relationship with this 
language. However, teachers and students by doing this might be dissociating 
themselves from the controversy around French in Algeria, being the language of 
the former coloniser. These views of French being the colonial and imperial 
language formed the second attitudinal trend among students and teachers. 
Interestingly, the percentage of references to the themes of (39.13%)12 of 
colonialism and imperialism among teachers was more than students’ (25.71%)13 , 
as presented in Figure 5.6 above. Although students might be more negative with 
French because of their Arabophone background, French remains important 
because it is the language of their studies, as shown later in the following chapter. 
The colonial and imperial connotations given to French are demonstrated below:  
 Student (questionnaire): “  الشعب على بالقوة فرضها والتي للجزائر الفرنسي المستعمر لغة
يخترها لم الذي الجزائري ” [French is the language of the French coloniser of Algeria. 
It was imposed by power on Algerians who did not choose it].  
                                                     
12
 (Colonial and imperial French themes:36)/ (total number of themes 92) x 100= 39.13%. 
13
 (Colonial and imperial French themes:91)/ (total number of themes 354) x 100= 25.71%. 
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 Student (focus group): “ تتعلمها عليك بالسيف تسمى ” [it is obligatory to learn French].  
 Teacher (questionnaire): “ الفرنسي االستعمار من الجزائريين علي فرضت لغة الفرنسية اللغة ” 
[French has been imposed on Algerians since the French colonialism].  
 Teacher (interview): “Language of the coloniser, but we are still obliged to use 
it.” 
However, some students were concerned with the difficulty of French more than 
teachers. Their low French proficiency might have led to their exclusion and low 
performance in their Francophone educational context. Hence, they expressed 
negative reactions to the French language. The fact that was not expressed by 
teachers because they have a higher level of French proficiency as their background 
is mainly Francophone. These teachers have mastered French before or after their 
university education depending on their generation. Examples of these discourse 
about the difficulty of and negative emotion with French among students are 
illustrated in the below extracts:  
 Students (questionnaire): 
 .[It is a difficult language] ”صعبة لغة“ .1
 .[I hate it] ”أكرهها“  .2
 Student (focus group): 
نتعلمها عيت صغيرة كنت كي  Même نتعلمها عيت دورك  Surtout.  هك كنت ملي. مانشتيهاش
"خفيفة ماتجينيش هكاك أني ولدرك   
[I do not like (French). I always find it uneasy. I am now unable to learn it. Even 
when I was young, I could not learn it and I am still like this]. 
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Interestingly, the percentage of the occurrence of the above themes (such as 
colonial and imperial status of French, low level of French proficiency and negative 
emotive connections with French) were more common among students and 
teachers at the University of Batna and the University of Oum El Bouaghi than at the 
University of Annaba as Figure 5.7 demonstrates. The percentage of the occurrence 
of these themes is based on the total number of students in each university (e.g. 
15/54 X 100= 27.8%). A possible reason for these differences is the linguistic and 
regional differences between these universities. The University of Batna, though it is 
a central university, is located in a Chaoui region that preserved the Amazigh 
language, while the University of Oum El Bouaghi is located in a Chaoui and 
peripheral region. In both regions, French is not widely used and favoured as in the 
central region, such as Annaba. The linguistic make-up and central or peripheral 
status of these universities are therefore influential factors on the language 
discourses among students and teachers.  
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Figure 5.7 Percentages and numbers of themes for the French language (such as 
colonial and imperial status of French, low level of French proficiency and negative 
emotive connections with French) among students and teachers in different 
universities.  
 
Students with a high level of French proficiency tended to describe it positively. 
Hence, they showed positive emotive connections to French because they found it 
easy or because of the social and instrumental statuses of this language in the 
Algerian society. For instance, they used words such as easy (سهلة), beautiful (جميلة), 
and stated that they loved (أحبها) the language. Themes, such as high level of French 
proficiency, positive emotive connections, and social value connected to the French 
language were found more common at the University of Annaba than in other 
universities, as Figure 5.8 displays. The University of Annaba is located in a central 
region, where the French language is more predominant.  
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Figure 5.8 Percentages and numbers of themes for the French language (such as 
high level of French proficiency, positive emotive connection with French, and high 
social status of French) among students and teachers in different universities.   
 
The analysis of students’ and teachers’ description of French suggested that the 
main discourses about this language were either about its official and instrumental 
position or about its colonial and imperial status. The themes of colonialism and 
imperialism of French were more common among students and teachers in 
universities that are in Chaouia-speaking and/or peripheral regions. Themes such as 
high level of French proficiency, positive emotive connections, and social value 
connected to the French language were not common among participants and were 
only restricted to the central university of Annaba.  
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5.3.4 Attitudes towards English  
This section examines attitudes towards English through the analysis of students’ 
and teachers’ descriptions of this language. Figure 5.9 displays the results of the 
thematic analysis of these views. As shown in Figure 5.9, the importance of English 
for international integration and education success was emphasised by teachers 
more than it was emphasised by students. However, both students and teachers in 
all sources of data viewed English favourably because for them it is the language of 
“science and technology”, “scientific research”, “resources” and “educational 
opportunities.” The examples below illustrate how students and teachers glorify 
English as a result of seeing it as necessary for internationalisation.  
 Student (questionnaire): “ البلدان مختلف من أشخاص مع التواصل من تمكنك عالمية لغة ” 
[International language that enables communication with people from 
different countries]. 
 Teacher (questionnaire): “  إلقامة مهم يعد وتعلمها اراانتش األكثر اللغة هي اإلنجليزية
عالمية عالقات ” [English is the most widespread language. Learning English is 
important for making international ties]. 
A teacher, who is the head of Physics Department at the University of Annaba, 
further explained that: “If we learn English, we will be free from language barriers 
and obstacles that we currently have.  We can go out and see the world.” English is, 
therefore, seen as a door to the outside world. Nevertheless, students and teachers 
also related the spread of English to power and hegemony. For instance, a teacher 
claimed that “English is an international language that is most commonly used 
because of the power of its users (USA, England)”. Students and teachers, 
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therefore, claimed that learning English is not a choice, but it is an “obligation” 
because of the imperial dominance of this language caused by imperial powers 
(particularly the USA).  
 
Figure 5.9 Student and teacher discourses and attitudes towards English.  
 
Due to its powerful international position, English was given by some students a 
high social status, such as “the language of elegance and prestige” and “the 
common language of high class”. These perceptions are another reproduction of the 
supremacy of one language over the others in a linguistic setting. In the below 
extract from an interview with a teacher at the University of Annaba, he showed 
how the new generation of students use English words, instead of French words, in 
their conversations to be prestigious. English, therefore, creates similar social 
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inequality as the one associated with using French because learning this language is 
not equally accessible to all Algerians. It is even more difficult to learn English than 
French in Algeria, since French is already there, while English is a second foreign 
language.  
 Teacher (interview):  
    : يقول واش ذرك  .‘salut’:" يقول عليه تفوت كي يبان يحب واحد كي بكري. حاجة روماركيت أنا ” 
“. ت للبرستيج هي اإلنجليزية اللغة والا  .‘Hi’ 
[I have noticed something recently. In the old days, if someone wanted to 
show off when they came to say hello, they would say ‘salut’ in French. 
However, they now say ‘Hi’ in English. The English language now is used to 
show prestige.] 
Another interesting view about English among students and teachers was on the 
language proficiency of English. As shown in the examples below, English was seen 
as an easy language compared to French, though French is more widespread and 
widely used in the Algerian context compared to English. This perceived high level 
of English proficiency might be another result of the glorification of English over 
French because of the international status of the former.   
 Student (questionnaire): “ بالفرنسية مقارنة التعلم سهلة …” [Easy to learn compared 
with French]. 
 Teacher (questionnaire): “  The easiest and most used] ”… واستعماال سهولة االكثر لغة
language].  
 Student (focus groups): “ تكونجڨيها حاجة بزاف مافيهاش ” [It does not have a lot of 
grammar].  
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The assumption held about English being an easy language compared to French 
is surprising because English is a second foreign language in the Algerian education 
system. Algerian students start learning the basic skills of English only from 
secondary school. Even the English module taught at higher levels of education 
covers only basic knowledge of English language, rather than advanced language 
matters. Therefore, the view that English is an easy language might be extrapolated 
from the positive image given to English. On the other hand, themes that showed 
explicit unfavourable view of English were not common among students and 
teachers. For instance, few teachers and particularly students, as shown in Figure 
5.9, indicated that English is a “difficult,” “foreign,” “not widely used,” and an 
“unwanted” language. These few views might be a result of the low status given to 
English in Algeria and the low level of English proficiency. 
 Overall, English is a foreign language in Algeria, yet this language is widely seen 
from a favourable perspective. This view might not necessarily represent the actual 
use of the language among Algerians. Rather, it might reflect their need for this 
language as an instrumental tool in their educational, professional and international 
domains. At the same time, it might show how English is considered as a better 
alternative of French for showing prestigious social class because of its dominant 
position. The fact that might create further social inequalities.  
5.3.5 Attitudes towards Darija  
This section analyses discourses around Darija among students and teachers. 
Figure 5.10 below presents the results obtained from NVivo 12 using the thematic 
analysis of students’ and teachers’ descriptions of Darija in the questionnaire. These 
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results are also witnessed in the focus groups with students and interviews with 
teachers, which further explain the current discourses around Darija in Algeria.  
 
Figure 5.10 Student and teacher discourses and attitudes towards Darija  
 
As Figure 5.10 demonstrates, the main theme about Darija was related to 
linguistic identity, shared among the speakers of Darija. Speaking Darija is what 
distinguishes Algerians (likewise Moroccans or Tunisians) from other Arabic-
speaking communities. Therefore, it represented, for teachers and students, a 
crucial component of their regional linguistic identity. They expressed this identity 
by referring to Darija as 1) a “common language,” 2) “language of communication,” 
3) “language used by everyone,” 4) “people’s language” and 5) “mother language.”  
Darija was also seen particularly by students as the language of cultural or regional 
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identity because for them it portrays their “culture”, “society”, “region” and 
“belonging”, as the following examples illustrate: 
 Students (questionnaire):  
1. “ الجزائري للفرد تعريف هوية وهي الوالدة، منذ نتعلمها التي األولى اللغة ” [The first 
language, which we acquire from birth. It represents the identity of an 
Algerian individual].  
2. “ أخرى إلى منطقة من لهجاتها وتختلف المجتمع في المتداولة اللغة هي ” [It is the most 
common used language in the society. It has different accents, which 
differs from one region to another]. 
 Teacher (questionnaire): “ والعادات الثقافات ونقل للتواصل وسيلة ” [It is a means of 
communication and transformation of cultures and customs].  
 
Some students defined Darija based on their high level of proficiency. Therefore, 
they used positive phrases to describe Darija as an “easy”, “understandable,” 
explanatory,” “beautiful,” “amazing” and “excellent language.” Despite these 
favourable views about Darija, it is often negatively represented and downgraded as 
not a language. Thus, some teachers and students showed negative reactions to 
Darija when they saw it entitled as a language in the questionnaires, interview or 
focus groups. Many of them disapproved of the fact that it might be considered a 
language. A possible explanation of these negative reactions is related to the 
substandard positions given to this language within the Algerian society. 
 According to some students and teachers, Darija is “a dialect rather than a 
language,” “language of the street,” “unimportant language,” “unsuitable for 
education,” and “a slang.”  These terms used by participants to degrade Darija to an 
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inferior position that is used only for informal purposes in the street rather than for 
more formal and ‘superior’ educational and professional settings, as illustrated in 
the below excerpts. Darija, in reality, has far more important roles because it is the 
main used language in most contexts in Algeria, as it is the mother tongue for many 
Algerians.  
 Students (questionnaire): 
1. “ منها الفائدة لهجة ” [A useless dialect].  
2.  “ التدريس في مخدالإلست مناسبة وليست صالحة ليست ” [It is not suitable and 
cannot be used in schooling].  
 Teacher (interview): “(Darija) is vulgar sometimes for me.” 
The fact that Darija is given a substandard position in Algerian society influenced 
students who showed negative emotive reactions or linguistic descriptions of this 
language. For instance, some students used negative words to describe Darija as a 
“poor,” “broken,” “inadequate,” “unlikeable” and “incomprehensible.” Taken 
together, these findings reveal ambivalent attitudes towards Darija among the 
participants. On the one hand, it was represented as a very important tool for 
communication in the Algerian context. It symbolises the linguistic identity of 
Algerians, which distinguishes them from other Arabic-speaking communities. Yet, 
Darija was devalued and given a lower status because it was usually compared with 
the highest form of Standard Arabic.  
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5.3.6 Conclusion: Attitudes towards languages in Algeria  
The analysis in this section was generated from students’ and teachers’ 
discourses about languages in Algeria, such as Standard Arabic, Amazigh, French, 
English and Darija. Participants were asked about their views on these languages 
using the question (In your own words, how do you describe the following 
languages?). They indirectly chose which aspect they wanted to talk about when 
defining languages. The analysis of their definitions of languages demonstrated the 
current divergent language discourses in Algeria. Standard Arabic was defined and 
valued based on its symbolic value. It was connected to cultural, linguistic, 
ethnolinguistic, and national identity. Despite this symbolic value given to Standard 
Arabic, it is not widely used in Algerians’ everyday life.  
The discourses around Amazigh were complex and politically oriented. There was 
a linguistic unfamiliarity among participants with this language due to its 
uncommon use and political marginalisation, particularly in the educational context. 
Despite its marginalisation, Amazigh was also given a symbolic value because it 
represented for some participants their ethnolinguistic identity. The view that was 
more common in regions, such as Batna, where Amazigh is maintained. 
There were common neutral and vague attitudes towards French among 
students and teachers because it represented functional roles in their scientific 
context. At the same time, French was represented as a colonial language among 
students and teachers in the Algerian context. One possible reason that reinforced 
this controversy around French was the current imposed and inherited 
Francophone MOI that might not respond to the actual language practices.   
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English was commonly viewed from a positive perspective because of its 
international and important status within the participants’ educational, 
professional, and international domains. At the same time, different views 
acknowledged the hegemonic nature of the expansion of English and the compelled 
nature of learning English. The dominance of English and prestigious high status 
given to its speakers created new social and linguistic inequalities that only replaced 
the social supremacy attributed to speakers of the French language.  
There was attitudinal ambivalence about Darija among students and teachers. It 
was represented as a very important tool because it serves crucial communicative 
roles in the Algerian context. At the same time, it was often given substandard 
positions because it is usually compared to the Standard form, such as Standard 
Arabic, which has a symbolic value among Algerians. Overall, participants 
demonstrate different views of these languages, yet their practices might show a 
different story. Hence, while these languages together shape the linguistic 
landscape of Algeria, discourses about them illustrate a complex picture of how 
attitudes towards languages are influenced by different external and internal 
factors. 
5.4 Perceptions of Language Background and Practices  
This section examines the perceptions of students and teachers about their 
language background and practices. They were asked to identify their uses of 
languages within and outside their educational institutions and in their previous 
education. Students were then asked to assess their level in these languages, which 
is then compared with their teachers’ assessment. Their perceptions about their 
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language use will be also compared in relation to their actual language practices in 
Chapter 7.  
5.4.1 Perceptions of language practices   
Figures 5.11 and 5.12 show the frequencies of students’ and teachers’ 
perceptions of their use of languages in the following contexts: university, at home, 
with friends and while watching TV. These contexts were chosen, as they represent 
important settings for the perceived language practices and background of both 
students and teachers. The frequencies (f) are used here instead of percentages in 
order to give an accurate representation of languages in each context. The 
frequencies are more than the total number of participants (teachers N=118, 
students N=409) because participants ticked more than one language at once. This 
might reflect their awareness about their multilingual practices.  
 
           Figure 5.11 Teacher perceptions of their own use of languages.  
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           Figure 5.12 Student perceptions of their own use of languages. 
 
When looking at the use of languages at the university in all spaces, both 
students (f=351) and teachers (f=97) considered French as the most widely used 
language. This might address the current shared assumption that French is the 
official MOI. However, participants still acknowledge their multilingual practices at 
university. Teachers, for example, believed that they use English (f=23), Darija (f=21) 
and Standard Arabic (f=20), respectively. Placing English as the second most used 
language is surprising in such a context, where English is a foreign language.  
Students believed that Darija is the second most used means of communication 
(f=156) at university. This might be reasonable, yet Darija might be even placed 
before French because it is the first language for most students, and it is widely 
spoken in the Algerian context. Students by doing this want to show that their 
French proficiency and use in the classroom are high, which might not be the case 
considering their Arabophone background.  
Students showed that their use of English (f=86) and Standard Arabic come in the 
same position (f=86). This is again unanticipated because Standard Arabic is the 
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language of education for these students. Thus, it might be used more than English, 
which is only a foreign language. The fact that students think that their use of 
Standard Arabic and English is low, while their use of French is high can be 
influenced by the assumption that French is the MOI, hence it is expected to be the 
only used language in classrooms.  
The use of Standard Arabic for both students and teachers was perceived as the 
lowest at university, though it is the official language in Algeria. Standard Arabic is 
the Standard form for use in official papers and formal conversations, while Darija is 
seen as its dialect for daily informal communications. Therefore, Darija was chosen 
as the most used language for both teachers and students in social contexts such as 
at home and with friends.  
 Teachers chose French as the most preferred language for watching TV (f=56), 
while students selected English as the most preferred language for watching TV 
(f=256). Surprisingly, very few students (f=39) said they prefer to watch TV in Darija, 
although all Algerian fictional TV (sitcoms) as well as talk shows are primarily in 
Darija. Darija was not considered as a separate language from Standard Arabic and 
this is what I noticed from their reactions to the word Darija in the questionnaire. 
When watching TV, they do not distinguish between dialects and Standard Arabic. 
Darija or all other Arabic varieties (Egyptian, Gulf, the Levantine) TV shows, which 
are popular in the Algerian context, were all placed under one category of Standard 
Arabic (f=162).  
Overall, the discourses about languages in the Algerian context have an impact 
on how students and teachers perceive their language use. While their perceived 
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language use might not reflect their actual use, it shows that there is a hybrid and a 
multilingual linguistic make-up. French is believed to be the dominant language at 
university, while Darija is dominant in all other contexts, particularly in social 
settings. However, Darija and Standard Arabic for participants were not considered 
separate languages in informal settings, rather a language and a dialect, particularly 
for students. Although Darija is the most widely used language, it is often 
downgraded in use when compared with Standard Arabic.  
5.4.2 Perceptions of classroom languages and MOI in students’ 
and teachers’ former education  
Both students and teachers were asked to identify the classroom languages and 
MOI in their previous education. While most students had their previous education 
in Arabic as MOI, most teachers have fully or partially Francophone education 
where French is the MOI. However, classroom languages might differ from this MOI. 
This question aims to further examine the perceptions of students and teachers 
about their linguistic background and languages used in their previous education 
and their perceptions of these differences between classroom languages and MOI. 
The descriptive analysis of their answers is summarised in Table 5.2.  
Table 5.2 Participants’ Perceptions of their Former Classroom Languages and MOI 
 Previous MOI Previous Classroom Languages 
 Teacher N 118 Student N 409 Teacher N 118 Student N 409 
 F % f % f % f % 
Arabic 11 8.7 364 79.8 21 11 301 45.3 
Darija 0 0 0 0 41 21.5 221 33.3 
French 109 85.8 73 16 109 57.1 111 16.7 
English 4 3.1 16 3.5 18 9.4 29 4.4 
Other 3 2.4 3 0.7 2 1 2 0.3 
Note: the frequencies (f) of answers do not reflect the number of participants 
because some participants have ticked more than one language at once. 
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Regarding the MOI, students were asked about the MOI in their education prior 
to university, while teachers were asked about the MOI in their previous university 
education. Most teachers (85.8%, f=109) stated that French was their previous MOI, 
while very few chose Standard Arabic, English or other languages (such as Russian). 
Most of these teachers had their education in Algerian universities, where the MOI 
is inherited from the former French colonial education system. However, those 
teachers who chose different MOIs had their previous education outside Algeria 
under the Algerian international scholarship schemes. On the other hand, most 
students (79.8%, f=364) stated that Standard Arabic was their previous MOI. This 
reflects the MOI of students in high schools, which is officially Standard Arabic. 
These results can indicate the Francophone background of teachers and 
Arabophone linguistic background of students, which is further discussed in Chapter 
1.  
Regarding classroom languages, students were asked about the most used 
languages for teaching and explaining in classrooms in their education before 
university, while teachers were asked about the most used languages for teaching 
and explaining in classrooms in their previous university education. French was 
again chosen as the most used language in classrooms in teachers’ previous 
university education (75.1%, f=109), while Standard Arabic (45.3% f=301) was 
selected as the most used language in classrooms of students’ secondary education. 
The percentage of students (33.3% f=221) who chose Darija as their former 
classroom language was more than the percentage of teachers (21.5% f=41). This 
reflects the differences between the languages used in their previous education. 
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While teachers had their university education in scientific Algerian HE where the 
MOI is French, students had their secondary education, where Arabic is the MOI. 
Hence, their perceptions of the classroom languages used in their former education 
were different. These choices of languages re-emphasise the Arabophone 
background of students and Francophone background of teachers.  
Overall, the percentages of classroom languages used in the previous education 
of students and teachers were found to be different from their MOIs. This reflects 
the awareness of the differences between the MOI and the actual uses of languages 
in classrooms even in student and teacher previous education. At the same time, 
students and teachers were aware of the differences between both of their 
educational background and the differences between their previous MOI and 
classroom languages. The following section targets their understanding of the 
language practices in their current classrooms. 
5.4.3 Perceptions of the current classroom languages 
This section discusses the analysis of teachers’ perceptions about their own and 
their students’ classroom languages, as well as students’ perceptions of their own 
and their teachers’ classroom languages. This question aims to examine the 
understanding of students and teachers of the current language practices, which 
will be compared with their actual practices from the analysis of classroom 
observations in the subsequent chapter. The participants were asked to rate their 
use of each language based on the following scale (1=not at all used, 2=rarely used, 
3=sometimes used, 4=often used). The descriptive analysis using the means from 
both students’ and teachers’ responses is displayed in Table 5.3. 
Chapter 5 Attitudes towards Languages in Algeria  207 
     
Table 5.3 Student and Teacher Perceptions of Classroom Languages   
  Student Perspective (N 409) Teacher Perspective (N 118)  
 Languages  frequency Mean x SD frequency Mean x SD  
Teacher  
 
Standard 
Arabic 
371 1.97 0.96 115 2.37 0.91 
Darija  368 2.78 0.82 111 2.68 0.93 
Amazigh  331 1.08 0.4 109 1.08 0.36 
French  391 3.89 0.38 117 3.87 0.43 
English  373 2.12 0.87 115 2.37 0.8 
Student  Standard 
Arabic  
368 1.87 1.01 110 2.23 0.95 
Darija  369 2.98 0.88 116 3.34 0.8 
Amazigh  321 1.12 0.45 110 1.15 0.5 
French  382 3.68 0.67 117 3.33 0.74 
English  357 1.94 0.88 115 1.78 0.8 
 
Both students (x =3.89) and teachers (x = 3.87) considered that French is the most 
used language by teachers in the classroom. They also stated that Darija is the 
second most used language in the classroom by teachers. Teachers indicated that 
their use of English and Standard Arabic (x =2.37) are similarly low in the classroom. 
From the perspec ve of students, teacher use of these languages is even lower. 
However, students think that teachers’ use of English (x =2.12) in the classroom is 
more than their use of Standard Arabic (x =1.97). This might reflect that students do 
not see their teachers as Arabophone speakers, hence they gave them a higher rate 
for their use of European languages whether French or English more than the rate 
for their use of Standard Arabic. Another possible reason for this classification is the 
influence of teachers’ use of English resources in their teaching classes, which made 
students think that their teachers’ level in English is higher than their level in 
Standard Arabic. Both participants stated that teachers do ‘not at all’ use Amazigh 
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in the classroom because it was given the lowest mean score by both teachers 
(x =1.08) and students (x =1.08). 
Regarding students’ use of languages in the classroom, students and teachers 
presented different results. Teachers stated that Darija (x = 3.34) and French (x = 
3.33) are the most used languages by their students. They also considered that 
Standard Arabic (x = 2.23) is rarely used by students, while English (x = 1.78) and 
Amazigh (x = 1.15) are not used at all. However, students showed different results as 
they considered that they use French (x = 3.68) most o en, while Darija (x = 2.98) is 
only used some mes. Students also considered their use of English (x = 1.94) is 
higher than their use of Standard Arabic (x = 1.87). Similar to the teacher 
perspective, students stated that they do not at all use Amazigh (x = 1.12). 
By examining both student and teacher perceptions of their language use in the 
classroom, French is believed to be the most used language in the classroom by 
teachers. This is followed by Darija. Both students and teachers indicated that 
teachers use French more than students, while students use Darija more than 
teachers. These findings confirm the previous differences between the language use 
and background of Arabophone students and Francophone teachers and both 
students and teachers are aware of these differences.   
5.4.4 Perceptions of language skills of students  
Teachers were asked to evaluate the language skills of their students, while 
students were asked to evaluate their own language skills based on a 4-point Likert 
scale (1=poor, 2=average, 3=good, 4=Excellent). This question aims to examine the 
perceptions and discourses of students and teachers about the language skills of 
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Arabophone students that might affect their language practices. Table 5.4 presents 
the mean scores of students’ level in all languages based on both perspectives of 
students and teachers.  
Table 5.4 Perceptions of Language Skills Of Students 
                                              Students’ perspective  Teachers’ perspective  
Languages  
Mean  
SD 
Mean  
SD 
Standard Arabic  3.45 0.54 2.89 0.74 
Darija  3.69 0.54 3.53 0.65 
Amazigh  1.31 0.65 1.51 0.83 
French  2.75 0.67 1.91 0.63 
English  2.39 0.85 1.52 0.70 
 
From both perspectives of students and teachers, the level of students in Darija 
and Standard Arabic ranged from good to excellent, though the evaluation of 
teachers was lower than the one of the students. Interestingly, both students and 
teachers considered that students’ level in French and English is approximately the 
same. However, students’ evaluation of their skills in these languages ranged from 
average to good, while teachers’ evaluation was lower, i.e., from poor to average. 
Amazigh again had very low mean scores from both students (x =1.31) and teachers 
(x =1.51), which might indicate its low presence within academic contexts.  
Together the results provide that students evaluate their abilities more highly 
than teachers. This indicates teachers’ lower expectations of their students’ level or 
students’ overestimation of their own level in these languages. As noticed during 
the fieldwork, students are often blamed for their low level of French, which is 
usually linked to a discourse about the decline of higher education in Algeria.  
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However, students should not be blamed for this low level because their 
education prior to university was not in French, but in Arabic. French during 
students’ education became less used and uncommon in Algeria. French for these 
students might be considered as a foreign language just like the English language, 
which is again a result of their Arabophone educational background. Thus, both the 
level of students in French and English was given similar scores by teachers and 
students, as shown in Table 5.4 because today’s generation of students is becoming 
more Arabophone.  
5.4.5 Conclusion: Perceptions of language background and 
practices  
The analysis of students and teachers’ perceptions about their own language 
background and practices re-emphasised the complex discourses about language 
background, uses and practices. Students and teachers showed different 
perceptions about their language use. Yet, they were aware of their multilingual 
and hybrid practices. French was considered as the dominant language at 
university, which might be influenced by the assumption that French is the only 
MOI. Darija was acknowledged as the dominant in all contexts, particularly in social 
contexts. Interestingly, Darija and Standard Arabic for participants were not 
considered separate languages, rather a language and a dialect, particularly for 
students.  
The perceptions of students and teachers about the classroom languages and 
MOI in their previous education (university for teachers and secondary education 
for students) showed that they acknowledged the differences between the 
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classroom languages and MOI even in their past education. Despite having a 
monolingual MOI, the actual application of this MOI is usually multilingual because 
of the influence of different linguistic repertoires. Findings also illustrated the 
differences between their educational background, which created a gap between 
Arabophone students and Francophone teachers. Both students and teachers 
stated that teachers use French more than students, while students use Darija more 
than teachers. Therefore, both students and teachers considered the level of French 
proficiency among students is low and similar to their level of English proficiency. 
This does not mean that the level of English proficiency in Algeria is as high as the 
level of French proficiency. Rather, French is becoming like English as a foreign 
language for today’s Arabophone students in Algeria. Teachers tended to assess 
their students’ level in French negatively. Students are blamed for this low level, 
which in reality is not their fault, but just a result of having an Arabophone 
education.  
5.5 Attitudes towards English Teaching in Scientific 
Courses 
As shown previously in chapter 1 of this thesis, English is officially considered an 
additional module under the category of foreign languages in scientific courses in 
Algerian universities. This section analyses the perceptions of students and teachers 
about the status of English in their departments. This is then followed by an analysis 
of their attitudes towards the quality of teaching English in scientific departments in 
Algerian universities. These questions aim to first discuss the English language on its 
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own in educational institutions of students and teachers before examining their 
attitudes towards EMI in the following chapter 6.  
 
5.5.1 Student and teacher perceptions of the current status of 
English  
Figures 5.13 and 5.14 display the responses of students and teachers in regard to 
the status of English in their departments. There is a common view that English is 
only an additional module, as reported by most students (f=313, 79%) and teachers 
(f=71, 61.2%). This reflects the actual status of this language as shown previously in 
chapter 1. The differences between additional and primary modules are in the 
number of teaching hours, coefficient, teaching staff and resources, which are more 
prioritised in primary modules than additional modules.  
Nevertheless, a high percentage of teachers (f=40, 34.5%) stated that English is a 
primary module when compared to students (f=31, 7.8 %). While teachers might be 
more likely to have a more accurate understanding of the curriculum and status of 
English, students were more aware of the actual teaching of English in their course. 
In fact, some teachers during the fieldwork mentioned that they might be uncertain 
about the accurate teaching of English, which can be better understood from 
students taking this course.   
Some teachers and students had different responses regarding the status of 
English in their departments, such as “no status,” “not important,” “only for 
research purposes,” “rare,” “MOI,” “totally absent” and “used only sometimes.” 
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These responses might indicate the marginal and uncertain teaching of English from 
one department to another.  
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Figure 5.13 Student perceptions of the status of English in scientific courses.  
 
 
 
Figure 5.14 Teacher perceptions of the status of English in scientific courses.  
 
 Similar findings regarding the marginal status of English were reported in focus 
groups with students and interviews with teachers. For example, the following 
extracts demonstrate a variety of answers, which show the different practices of 
English teaching varying from one department to another.   
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 Students (focus groups)  
 anglais  بل نقراوه هذا و  français األول  semestre في قريناه  module عندنا ذرك ”  
(terminologies).” 
[Now in this semester (of the 1st year of the BA degree) we study a module of 
French language. In the second semester, this module will be English language. 
This module is about scientific terminologies].  
 “ trois semestres غير anglais  فيهم قريت قريت أنا هنا، مانقراوش  trois ans  هنا  ”  
[We do not study much English here. I am in my third year here (at the 
university) and I only studied English for three semesters].  
 Teacher (interview): direct quote  
1. “It [English] does not have a place… For example, at the Department of 
Pharmacy in Batna, we have English for medical purposes differently than 
other (departments) may be because when I came and I proposed to 
teach English for medical purposes they added it as two courses. 
Otherwise, in other departments, they have it sometimes in the third 
year, sometimes they do not. They have French as a course; they call it 
general culture.”  
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As the above examples demonstrate, the teacher in the interview explained how 
she created an English module because she had an Anglophone education, which is 
not the case in all universities. Students’ responses also restated their different 
experience of studying English, which is not always available as a module.  
Teachers and students were asked about their satisfaction with the status of 
English in their departments. Table 5.5 summarises their responses in percentages, 
frequencies and means. Most teachers (not at all satisfied 35.9%, not satisfied 
41.9%) feel dissatisfied with the status of English in their departments, while only 
15.4% were satisfied and 6.8% were very satisfied. Similarly, most students (not at 
all satisfied 25.3%, not satisfied 39.1%) were dissatisfied with the status of English in 
their departments, while 28% of students were satisfied and 7.6 % were very 
satisfied. Furthermore, the mean of teachers’ sa sfac on (   =1.93, SD=0.89) is 
slightly lower than the mean of students’ sa sfac on (   =2.18, SD=0.90). This 
indicates that teachers were more dissatisfied than students with the status of 
English in their department. 
 Table 5.5 Participants’ Satisfaction with the Status of English in Scientific Courses  
 Students  Teachers  
frequency % frequency % 
Not at all satisfied 100 25.3 42 35.9 
Not satisfied 155 39.1 49 41.9 
Satisfied 111 28.0 18 15.4 
Very satisfied 30 7.60 8 6.8 
Total 396 100 117 100 
Mean  2.18 1.93 
SD 0.9 0.89 
 
Together the quantitative and qualitative results indicate that although English is 
given the status of an additional module. The teaching of this language is marginal 
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and uncertain, which is similarly depicted in the analysis of policy in chapter 1. The 
fact that was not satisfactory for many students and teachers. The opportunity to 
study English differs from one level of study to another and from one department to 
another. This depends on the department’s capacity to offer English education. 
English modules can be substituted for French language ones or even not taught at 
all. A possible explanation for this uncertain and unstable teaching of English is the 
lack of teaching resources and English teachers to teach English. Although there is 
an interest in teaching or studying the English language, this might not be attainable 
because of the Francophone MOI and lack of English teachers. The next section 
further explores the reasons behind their dissatisfaction in addition to their 
evaluation of the quality of existing English teaching in their departments. 
 
5.5.2 Attitudes towards the status and the quality of English 
teaching  
This section first discusses the statistical analysis of students’ and teachers’ 
evaluation of the quality of teaching English in their departments. The qualitative 
answers from questionnaires, interviews and focus groups are then thematically 
analysed using NVivo in order to further explore their attitudes towards the status 
and quality of English teaching in scientific departments in Algerian Universities.  
Table 5.6 presents the responses of students and teachers regarding the quality 
of English teaching in their departments. There is a broad range of negative 
attitudes towards the quality of English teaching because most teachers and 
students evaluated it as either poor or overage. Few teachers (0.90%) claimed that 
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the quality of English teaching is good and no one evaluated it as excellent. 
However, some students stated that the quality of English teaching in their 
departments is good (f=40, 10.10 %) or excellent (f=8, 0.2%). This indicates that the 
assessment of teachers was less positive compared to students. Therefore, the 
mean of teachers’ evaluation (   =1.32, SD=0.49) was found to be slightly lower than 
students’ mean (   =1.60, SD=0.75), yet both means indicate the poor or average 
perceived quality of English teaching in scientific departments.  
Table 5.6 Participants’ Perceptions of the Quality of English Teaching 
 Students  Teachers  
frequency % frequency  % 
Poor 215 54 80 69 
Average 135 33.9 35 30.2 
Good 40 10.10 1 0.9 
Excellent 8 2 0 0 
Total 398 100 116 100 
Mean  1.60 1.32 
SD 0.75 0.49 
 
The analysis of qualitative answers from students and teachers’ data about their 
overall negative attitudes towards the status and quality of English teaching in 
scientific departments is summarised in Figure 5.15. This Figure presents the three 
main attributed factors that are influencing the low quality of English teaching in 
scientific departments, based on the analysis of students and teachers’ 
perspectives.  
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Figure 5.15 Factors influencing the quality of English teaching obtained from the 
analysis of student and teacher perspectives.  
 
According to students and teachers, policy is to blame for the low quality of 
English teaching in their departments because policy-makers pay less attention and 
provide fewer resources for the improvement of English teaching. They stated that 
English is often “marginalised” or “not taught at all” within their departments. The 
reason for marginalising the teaching of English was related to the Francophone 
orientation of the Algerian education system, which supported the teaching of 
French more than English, as illustrated in the examples below:  
 Student (questionnaire):  
“. عالية كفاءة ذات أساتذة اختيار عن المسؤولين اهتمام عدم ”  
[Lack of attention from policy-makers to select qualified teachers].  
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 Teacher (questionnaire):  
“  المنظومة تغلب نتيجة الالزم باالهتمام اعطائها وعدم الجامعة، في التعليمية المقررات ضمن ادراجها لعدم
 الفرنسية."
 [Because English is not implemented in university curricula and it is not given the 
required attention because of the dominance of French system].  
The other attributed factor for the low perceived quality of English teaching is 
the lack of opportunities to practice. This includes the limited use of English in 
universities or in wider Algerian society. For instance, a teacher in an interview at 
the University of Annaba showed the absence of English in the Algerian context by 
saying that “to be honest, the English language is far from us” (“ ية بعيدة ز اللغة اإلنجل 
 In the same vein, students related the poor quality of English .(”علينا بكل رصاحة
teaching to the fact that English is “not widely used” “nor understood” in their 
educational and social contexts.    
Other practical reasons connected to the low status of English and poor quality 
of English teaching include the lack of modern methods of teaching and training as 
well as the insufficient teaching sessions and hours. However, these practical 
problems are the result of top-down policies that give less attention to English 
teaching. The below examples illustrate these practical challenges:  
 Teacher (interview):   
“. مكانش االساتذة مشكل كاين   l'anglais mais  تاع module يداْرُسو”  
 [They teach a module of English but there is a problem in the lack of teachers]. 
 Teacher (interview):   
واش هذا  en 3ème ou 4ème année   يدرسوه module (culture générale) عن عبارة هو  ”  
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 كاين“
[English is taught as a module called a general culture in the third or fourth year 
that’s it]. 
 Student (questionnaire):  
“. األسبوع في د 03و سا1و 1 معامل مهملة مادة ”  
[English is a marginalised module. The coefficient14 of English module is only one 
and it is taught for only one and a half hour per week].  
Stakeholders were also blamed for the low quality of English teaching in scientific 
departments. According to students and teachers, there is a lack of qualified 
teachers. It was also believed that there is an overall low level of English proficiency 
and a lack of teacher interest in teaching English or student interest in studying 
English. For example, a student in a focus group said that “teaching English is poor 
here because neither they (teachers and policy-makers) nor we are interested” 
(“ ية ردئ هنا ز ز والحنا. تدريس اإلنجل  الهوما مهتمي  ”). A possible reason for the low attention 
given to studying English is the low status as a module. Students usually focus on 
modules that have a high coefficient in order to pass their year and succeed. 
This low quality of English teaching was however not a concern for some 
students and teachers. English for them is “not widely used”, “incomprehensible” 
and only “a foreign language”. Hence, the current low status given to English is 
satisfactory. There were a few positive evaluations of the quality of teaching English 
as “good.” These positive attitudes were influenced by the experience of students 
with professional and interested teachers. Other students found their own efforts, 
                                                     
14
 This coefficient determines the final grade of students.  Additional modules are given one 
coefficient, while primary modules can even have until six as a coefficient. 
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previous background of English and interests as the main factors that contributed to 
the perceived good quality of teaching English. Similarly, some teachers positively 
evaluated the quality of English teaching as good because of the professional 
English teachers and “students’ demand for English.” 
The teaching of the English language might undoubtedly be low compared to the 
teaching of the French language. The scientific education system in Algeria is highly 
Francophone. French is the current MOI, whereas students have an Arabophone 
background. This system, therefore, is investing in improving the level of students in 
French more than English to be able to accommodate the transition from 
Arabophone secondary education to Francophone higher education, where most 
teachers are Francophone. Despite the interest in studying English, students, in 
reality, choose what helps them to succeed and get good results, which includes 
improving their French level. Therefore, they focus on studying modules that have a 
higher rank rather than studying the English module that has a low rank, and which 
will not upgrade or downgrade their overall results.  
5.5.3  Conclusion: Attitudes towards English teaching in scientific 
courses  
English is taught as an additional module under the category of foreign 
languages. English teaching is, however, found marginal and changes from one 
department to another based on their capacities. There was a wide agreement that 
the quality of teaching English is poor. Most teachers and students were not 
satisfied with the low status of English and poor quality of teaching this language. 
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According to students and teachers, the factors that contributed to this low quality 
of English teaching are threefold: policy, practice and the stakeholders.  
Teaching English was considered important for students and teachers because it 
was viewed as the language of science, publication and scientific research, which is 
based on their aspirations for the future. Thus, they demanded a higher status of 
English, either through the implementation of EMI or as a primary module in their 
departments. 
5.6 Conclusion  
This chapter discussed the qualitative and quantitative findings of the research, 
focusing on the three key themes: 1) attitudes towards languages of Algeria in 
general, 2) perceptions of language background and practices and 3) the attitudes 
towards teaching English in Algerian universities. The aim of this was to understand 
first the linguistic context of this research through the analysis of the language 
discourses of stakeholders (students and teachers) and to locate the place of English 
within this context before examining attitudes towards MOI and EMI. This helps to 
answer the questions of this research that are related to the attitudes and 
discourses around languages, and English teaching in scientific education as well as 
perceptions about language practices in scientific departments in Algerian 
universities. These will be later compared with the actual language practices in the 
Algerian scientific classroom examined in Chapter 6.  
The first section about language attitudes showed different attitudinal trends 
among students and teachers, which were influenced by different internal and 
external factors. The discourses around Standard Arabic were mainly related to its 
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symbolic value as the language of cultural, linguistic, ethnolinguistic and national 
identity. Even though the use of Standard Arabic is mainly used for official purposes 
in Algeria, students and teachers might feel the need to appraise the value of this 
language because of its connection to their identity.  
Similarly, some discourses around Amazigh were highly connected to the 
ethnolinguistic identity of Algerians. This view was more common in the region of 
Batna, where Amazigh is far more preserved. Despite the symbolic value of 
Amazigh, there were some controversial and politically oriented discourses about 
this language. Some participants, especially from the central University of Annaba, 
showed linguistic unfamiliarity and unrecognition of the Amazigh language. This 
might reflect the gradual loss of Amazigh among today’s generations.   
Many discourses and views about the French language were mainly connected to 
the functional role of this language in the context of students and teachers as a 
MOI. Participants expressed these views without any judgment in order to 
disassociate themselves from the discourses on the colonial status of French in 
Algeria. This status was explicitly stated by many participants who viewed French as 
a colonial and imperial language in Algeria. Negative views about French were more 
likely to be in the Amazigh region of Batna or peripheral region of Oum El Bouaghi 
and less likely to be common in the central University of Annaba.  
Attitudes towards the English language were mainly bounded with the 
instrumental value and international status of this language for participants. 
However, there was a view that emphasised the imperialistic nature of the spread 
of English in Algeria. The hegemonic and supreme status given to English might be 
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causing more social equalities that are only replacing those associated with the 
French language.  The discourses around Darija were ambivalent and inconsistent. 
One the one hand, Darija was valued because it represents a means of 
communication and linguistic identity among Algerians. At the same time, it was 
downgraded as not a language when compared to the high status of Standard 
Arabic.  
Although students and teachers showed diverse attitudes towards languages, 
when they were asked about their language practices, they acknowledged the 
multilingual and hybrid practices in place. Based on both perceptions, students use 
Darija more than teachers, while teachers use French more than students in the 
classrooms. These perceptions can be explained by the Arabophone background of 
students and Francophone background of teachers. There were common negative 
attitudes among teachers towards students because of their perceived low level of 
the French language. Students are undoubtedly more Arabophone and French is 
increasingly perceived by students as a foreign language. However, teachers tended 
to blame students for their low level in the French language, which they connected 
to a perceived decline in standards in higher education in Algeria. 
The last section of this chapter focused on the attitudes and perceptions about 
English teaching in scientific departments in Algerian universities. The status of 
English is largely assumed to be an additional module under the category of foreign 
languages. This assumption is found to correlate with the analysis of the status of 
English in scientific courses and of the language policy in chapter 1. However, 
English teaching is found to be marginal and varies from one department to 
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another. There was a common agreement among participants on the poor quality of 
English teaching, which was not satisfactory for either students or teachers. 
According to them, the factors that attributed to this poor quality were policy, 
practices and stakeholders (i.e. students and teachers). However, teaching English 
might be undervalued in the education system because of its historical 
Francophone nature and the very practical need to invest in improving the level of 
French proficiency among students, which is believed to be more immediately 
important to help Arabophone students study in the medium of instruction of 
French, with Francophone teachers and using French-language resources. Despite 
students’ interests to study English, they in reality gave less attention to studying 
the English module because it does not have an impact on their overall grades.  
The results in this chapter indicate that the discourses about languages in Algeria 
are diverse and complex, which were influenced by different political, social and 
educational factors. English in these discourses enjoys a favourable place. This place 
is, however, based on students’ and teachers’ imaginary aspirations rather than real 
experiences with this language. In reality, English teaching and expansion are low 
compared with participants’ declared interest in studying this language. The 
following chapter moves on to discuss attitudes towards medium of instructions 
(MOIs) and particularly towards the implementation of English as a medium of 
instruction (EMI). It also examines whether English enjoys the same positive place 
when presented as a potential MOI. 
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Chapter 6 Attitudes towards MOIs and EMI in Algeria 
6.1 Introduction  
This chapter aims to answer one of the main questions of this research that 
investigates the attitudes of students and teachers towards mediums of instruction 
(MOIs), with a particular focus on the implementation of English as a medium of 
instruction (EMI) in scientific courses in Algerian universities. Discussing attitudes 
towards MOIs separately helps to compare these attitudes with the attitudes 
towards the same languages in general but not as MOI.  The discussion in this 
chapter is organised into two main sections. The first section discusses student and 
teacher perceptions of and attitudes towards the current MOI (French) in scientific 
departments in HE, compared with other MOIs in Algeria, such as Standard Arabic, 
French, Darija and Amazigh as MOIs. This comparison aims to critically examine the 
discourses around these languages as MOIs among students and teachers without 
restricting them to only EMI. The attitudes towards EMI are then discussed 
separately in the second section in order to be located within these discourses. The 
analysis in this chapter utilises both quantitative and qualitative data. The 
qualitative responses are used in their original language and then the translation 
into English is given between square brackets. The aim of providing the original 
responses is to illustrate the fluidity of language use among students and teachers, 
as discussed in the previous chapter 5.  
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6.2 Attitudes and Perceptions of the Current MOI versus 
other MOIs in Algeria  
6.2.1 Perceptions of the current MOI in scientific courses in 
Algerian universities   
This section examines the perceptions of students and teachers about the 
current official MOI in scientific departments in Algerian universities. To do this, 
participants were asked in the questionnaire, focus groups and interviews the 
following question: What is the official medium of instruction in your current 
course? ( ي تخصصك اميسر التعليم ال( وسيلة)ما هي لغة 
ز
؟ة ف لحالي ). This question might be 
interpreted differently by participants who can link the term official policy to either 
the university or government. However, the context of Algeria implies one body of 
issuing language policies, such as the government, particularly the Ministry of 
Higher Education and Scientific Research. As mentioned earlier in the introduction 
Chapter, higher education in Algeria is highly centralised. Official policies or 
regulations to all universities are only issued from the Algerian government. 
Therefore, while the term official here might be understood as coming from one 
issuing body (i.e. the government), participants might still be uncertain about the 
nature of this policy due to the different reasons discussed in Chapter 1, such as 
obscurity and controversy around this inherited MOI policy. 
The reason for discussing the views of participants about the current MOI is 
related to the uncertain status of the current MOI in scientific courses. Although 
Standard Arabic has the status of the official MOI in all educational institutions, it is 
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not implemented in scientific courses, in which French is the de facto MOI. Students 
and teachers were, therefore, asked about their own understanding of the MOI in 
their scientific departments. The quantitative responses of both teachers and 
students in the questionnaire are displayed in Figures 6.1 and 6.2.  
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Figure 6.1 Percentages and frequencies (f) of student perceptions of the official MOI 
in their scientific courses.                                                                       
 
 
Figure 6.2  Percentages and frequencies (f) of teacher perceptions of the official 
MOI in their scientific courses.                                                                       
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Figures 6.1 and 6.2 indicate that French has the highest percentage of responses 
as the official MOI in scientific departments. Many students and teachers in focus 
groups also answered that the MOI was the French language. For example, students 
stated that “French is everything, the official language” and “French is the official 
(language) here in all Algerian universities.” 
Interestingly, there was, however, a more complex picture when participants 
were asked qualitatively and in-depth about the official policy that states French is 
the MOI using a similar question as previously but by taking advantage of the 
greater degree of discussion that was possible in the interviews and focus groups. 
There were mixed answers, hesitation and uncertainty about the official nature of 
the MOI policy. For instance, students mentioned that in their department, 
everything is relative “ ي  and there is no one definite MOI because all languages ”نست 
are used in the classroom. Similarly, teachers claimed that there is a mixture of 
different languages and the choices of languages for teaching depends on the 
university, the linguistic background of teachers and the region. Other qualitative 
responses asserted the unofficial nature of French as a MOI and related the use of 
French to the Francophone background of teachers and the education system. 
French was considered as a de facto, but not de jure MOI because it was inherited 
from the Francophone education system of the colonial era, as the following extract 
illustrates: 
 Teacher (interview)  
Officiellement, في l'état c'est l'arabe. Mais, يو  en français parce que le نقر ِّ
programme en français. من l'indépendance de pays بالفرنسي نقريو واحنا هنا حتى . Non, 
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أوراق ماعندناش  official.  يجيك le programme.  C'est-à-dire on a hérité. C'est un 
héritage. Mais ماعندناش des textes official.  يقولك il faut تقري en français.  
[Officially, Arabic is the MOI in Algeria. However, we teach in French because the 
curriculum is in French. From independence until now, we teach in French. We 
do not have official papers that say this, but they send us the curriculum in 
French. This means it is inherited. They say you must teach in French].  
 
The above quote was taken from an interview with a doctor-teacher who is also 
the director of the hospital at the University of Batna. His views were based on his 
experiences of teaching, and administrative and leadership roles in the HE system. 
According to him, it would be better to teach in Standard Arabic, but this was not 
possible years ago when there was an intention to implement Standard Arabic as 
the MOI in scientific fields. This intention to fully implement Arabic in HE was in fact 
during the 1990s (Grandguillaume, 2004), as discussed in Chapter 1. This teacher 
further argued that the system is deeply Francophone and the change needs to be 
profound from primary schools. However, the practical and linguistic challenges of 
the lack of Arabophone resources and teachers in the scientific courses led to the 
continuation of FMI in scientific fields.  
An illustration of these linguistic challenges lies in the languages used by this 
teacher in the quote itself. This doctor-teacher mentioned that he would prefer 
scientific subjects to be taught in Arabic. However, he was using mostly the French 
language to communicate his ideas and views, while Arabic or Darija were only used 
for a few words. The reason for using French is that the educational and linguistic 
background of the old generation of teachers is mainly Francophone. Using French 
is, therefore, more convenient for discussing, teaching and delivering lectures for 
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Francophone teachers, even if they state that they would prefer to implement 
Arabic as the MOI. How these teachers position themselves in relation to language 
differs from how they practice it.  
6.2.1.1 Satisfaction of students and teachers with the official MOI   
This section examines the quantitative satisfaction of students and teachers with 
the current MOI through the analysis of quantitative data obtained from 
questionnaires. Their level of satisfaction is examined through the descriptive 
analysis: frequencies and means. The scale used for measuring the participants’ 
level of satisfaction is as follows: 1=not at all satisfied, 2= not satisfied, 3=satisfied, 
4=very satisfied. Figure 6.3 below displays the percentages of the levels of 
satisfaction among students and teachers with the official MOI in scientific 
departments, which was widely assumed by students and teachers to be the French 
language.  
 
 
Figure 6.3 Percentages of teacher and student level of satisfaction with the current 
official MOI (French) in their scientific courses in Algerian universities.  
 
When comparing and examining the overall level of satisfaction, satisfied 
students (62.7%), with French being the MOI were more than dissatisfied students 
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(37.4%), while dissatisfied teachers (52.5%) were slightly more than satisfied 
teachers (47.4%). By looking at the combined percentages of teachers and students, 
the level of satisfaction was slightly higher than the level of dissatisfaction. 
However, the overall level of satisfaction of students and teachers with French as a 
MOI ranges around the middle because the comparison of the means shows a 
moderate level of satisfaction with FMI among students (x =2.65, SD=0.86) and 
teachers (x =2.39, SD=0.89). Interestingly, the mean satisfaction score of students 
was slightly higher than the mean satisfaction score of teachers (x =2.39, SD=0.89). 
Therefore, the level of students’ satisfaction (62.7%) with the current MOI was 
more than the level of teachers’ satisfaction (47.4%). 
The quantitative data thus confirms a slightly higher level of satisfaction than 
dissatisfaction among participants, particularly students. This level of satisfaction is 
further investigated using the qualitative responses obtained from the 
questionnaire, focus group and interviews. The analysis of their qualitative answers 
reveals a very different complex story behind their satisfaction with French being 
the MOI. It was found that satisfaction with FMI might be interpreted as acceptance 
rather than an active choice because students and particularly teachers do not have 
any choice other than teaching in French, even though this language causes 
difficulties for increasingly Arabophone students. These issues around French as a 
MOI are further discussed in the following section that compares the attitudes 
towards all MOIs, whether French or other preferred MOI based on both 
quantitative and qualitative data.   
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6.2.2 Attitudes towards the current MOI versus preferred MOIs in 
scientific courses in Algerian universities  
 
This section, unlike the previous one, examines the preferred MOI among 
students and teachers. The section examines what participants preferred to be the 
MOI when they were given a choice, while the previous section examined 
participants’ acceptance or rejection of French as the MOI. Using descriptive 
statistics, the responses of students and teachers about their preferred MOI are 
displayed in Figure 6.4. This Figure shows both the percentages and frequencies of 
students and teachers’ responses because participants have chosen more than one 
language at once. Therefore, the frequencies (teachers f=142, students f=451) are 
more than the total number of participants (teachers N= 118, students N=409). 
These additional 24 responses for teachers and 42 responses for students reveal 
that some teachers and students preferred multilingual MOI with more than two 
languages, though this was not significant.   
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Figure 6.4 Percentages and frequencies of student and teacher responses about 
their preferred MOI in scientific courses in three Algerian universities.  
 
The findings in Figure 6.4 indicate that students and teachers chose English as 
the most preferred MOI, yet teachers preferred English more than students. 
Students were more likely to prefer French as a MOI than teachers. Students who 
chose Standard Arabic or Darija as preferred MOIs were more than teachers. Both 
Amazigh and Darija languages were the least preferred as MOIs. Interestingly, 
French scores relatively low as a desired MOI compared to the previous high 
satisfaction with French being the current MOI. Accepting French being the MOI 
does not mean it is the preferred choice because when students and teachers were 
given a choice, most of them did not choose French. These reasons for these 
choices are further discussed in the subsequent sections.  
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Similarly, when students and teachers were asked about the importance15 of 
these languages in their subject field, both English and French were believed to be 
the most important languages. However, teachers stated that English (x =3.90) was 
slightly more important than French (x =3.34), while students stated that French 
(x =3.63) was slightly more important than English (x =3.47) for their subject course. 
Standard Arabic was considered by both students (x =2.63) and teachers (x =2.63) as 
only slightly important. Darija was given the lowest mean score by both students 
(x =1.59) and teachers (x =1.32).   
6.2.2.1 French as a MOI in Algeria: “Your brother was forced to do this; he is not 
a hero.” 
As shown earlier, there was at the beginning a higher satisfaction with French 
being a MOI, particularly among students. Yet, French scored very low when 
students and teachers were given a choice of MOI. The analysis of qualitative data 
revealed even deeper issues and different discourses around French being the MOI 
in scientific courses in Algerian universities. Many students and teachers who were 
satisfied with French being the MOI showed that they were obliged to accept this 
MOI because they did not have a choice. To illustrate this, a teacher and head of the 
Physics department at the University of Batna, when asked about the reason for his 
satisfaction with French being the MOI, replied that “your brother was forced to do 
this; he's not a hero” “مكره أخاك ال بطل”.  The use of this idiomatic expression 
expresses the obligatory nature of accepting the current situation of MOI. This was 
clearly stated by another teacher at the University of Annaba who described French 
                                                     
15
 Based on the following scales (not at all important=1, slightly important=2, important=3, very 
important=4).  
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as the “imperative (حتمية)” MOI, rather than a chosen MOI. Their acceptance of 
teaching through French does not mean they are happy with it; rather it is a way of 
accommodating reality. This resignation to a compulsory relationship with FMI is 
further illustrated in the following extracts from interviews and focus groups with 
students and teachers:  
 Students: (focus groups):  
 [I must accept it] “ بيها نرضى الزم ” 
 بالفرنسية تقرى  le specialité exige جال على راضين  
[We are satisfied because the subject course obliged us to study in the 
French language].  
 Teacher (interview):  
واقع امر هذا .1 . C'est une situation de fait. Qu'est-ce qu'un peut faire?  
     [This is a reality. It is a factual situation. What can one do?] 
Students and teachers who felt resigned to accept French being a MOI expressed 
this through different reasons, including linguistic, instrumental and integrative. 
While students’ satisfaction was more influenced by the instrumental and 
integrative reasons, teachers’ satisfaction was more influenced by the linguistic 
practical reasons, based on the analysis of their qualitative responses, as shown 
below. The reasons of students and teachers for choosing French as the preferred 
MOI were found to be similar to the previously mentioned reasons for student and 
teacher satisfaction with French being the current MOI. Hence, they are merged 
and discussed together in this section. Students and particularly teachers were 
obliged to accept that the French is or must be the MOI because of different 
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linguistic reasons. Some students, as the below extracts illustrate, accepted the fact 
that French is the MOI because they were familiar with this language although their 
background is Arabophone.   
 Students (questionnaire):  
ي قراءتها والتحدث بها“ .1
ي أفهمها جيدا ويمكنتز
 Because I understand French very] ”ألنتز
well and I can read and speak in French].  
  .[Because we have become used to French] ”لتعودنا عىل اللغة الفرنسية“ .2
Teachers stated that teaching in French was easy because their background 
education was in French. They reflect the view that French is the main language 
used for teaching, studying and in the Algeria society. However, this assumed 
common use of French reflects only teachers’ perspective and context where 
French is the common language. To illustrate this, a male teacher at the University 
of Annaba claimed that teaching in French is easy because his background 
education was in this language.  
Other reasons that led students and teachers to feel the need to accept or 
choose French as the MOI were instrumental and integrative. Students and teachers 
found that French was an important tool to integrate within the Francophone 
educational context. To exemplify this, students in a focus group discussion argued 
that “French is the principal language in our institutions. It is everything.” That is, 
French was perceived as the official MOI in scientific educational institutions and 
the main used language in the Francophone world. FMI, therefore, was believed to 
help students and teachers integrating in the Francophone academic context within 
Algeria and abroad, as illustrated in the below extracts:   
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 Student (questionnaire): 
 “ ز كفرنسان ااألنها أكير إستعماال بعد الدارجة مع البلد ي يزورها معظم الجزائريي 
لت  ”  
[Because French is widely used after Darija with countries that most Algerians visit, 
such as France].  
 Teacher (questionnaire): “للتواصل مع األجانب وتبادل المعلومات…” […In order to 
communicate with foreigners and exchange information].  
Some students and teachers believed that FMI not only helps them to integrate 
within the Francophone settings in Algerian and abroad, but also to succeed within 
these contexts. French was viewed as the common and important language within 
the Francophone educational context in Algeria. In this context, French occupies 
important positions such as MOI, language of Francophone teachers and the first 
foreign language or second language in the Algerian context. This vital place given 
to French led students to see this language as their key to a better life because from 
their experiences this is the only language that can get them success, acceptance, 
higher position and social status in the Algerian society. Hence, in terms of 
importance, students believed French was even slightly more important than 
English in their subject course. The following examples illustrate how students and 
teachers were bounded with French because they saw it as the only means for 
achieving instrumental benefits within their Francophone education system: 
 Student (focus group):  
تجيب باش...  تساعدك  les notes باهين“ .1 ”  
[French helps you to get good grades]. 
2. “Les modules تفهمي ماتقدريش اللغة هاذ ماتعرفيش لوكان. االساس اللغة هي عمبالك ”  
Chapter 6 Attitudes towards MOIs and EMI in Algeria  240 
     
[You know, French here is the principal language. If you do not know 
French, you cannot understand modules].         
 Student (questionnaire):  
1. “. العمل في خاصة جدا مهمة أنها أظنها العالي، التعليم لغة الجزائر، في العمل لغة الفرنسية اللغة ”  
[French is the professional language in Algeria. It is the language of HE. I 
think it is important especially for a professional career].  
2. “... بالخارج ادرس كي بسرعة اتعلمها ان اريد ”  
[…I want to learn French quickly, so I can study abroad]. 
 Teacher (questionnaire):  
1. “Ça permet de participer aux évènements scientifiques, séminaires, 
stages et autre. C’est le moyen de communication dans la communauté 
scientifique.”  
[French enables us to participate in scientific events, such as seminars, 
training and others. It is the medium of communication in the scientific 
academic community]. 
2. “On peut transmettre avec cette langue le maximum d’informations, en 
plus toute la littérature disponible est en français.”  
[We can communicate more information through French. Besides, all 
available literature is in French]. 
As demonstrated above, students and teachers showed their need of French as 
an instrument for accessing Francophone resources, getting jobs and conducting 
research within the Algerian context. Interestingly, the availability of resources was 
the same reason given by those who preferred the English language, as will be 
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discussed in the next section. The reason related to the availability of Francophone 
resources here is only reflecting the perspective of students and teachers. In their 
education institutions and libraries, Francophone resources are the main accessible 
and obtained. Most educational cooperation, training and partnerships are 
undertaken with Francophone countries, as demonstrated in chapter 1.  
Other students and teachers linked their satisfaction with FMI to the lack of 
resources in other languages such as Standard Arabic. Therefore, these students 
and teachers believed that sciences could only be taught in this language or at 
worst in any other European languages. Despite the imposed and inherited nature 
of French being the MOI, these students and teachers accepted this imposed reality 
and transformed it as the one and only possible way of teaching sciences.  
On the other side of the debate around FMI in Algeria, other students (37%) and 
teachers (53%) were explicitly against FMI, despite their daily coping with this MOI. 
The reasons given for this dissatisfaction with FMI among some students and 
teachers were linguistic, instrumental and historical. The linguistic reasons stem 
from the linguistic problems and challenges faced within FMI classrooms. According 
to some teachers, students do not master the French language, as this causes 
obstacles for understanding and learning. For them, students face challenges coping 
with FMI because of their Arabophone background. These challenges are illustrated 
in the following extracts:   
 Teachers (questionnaires):   
1. “l'étudiant ne maîtrise pas le français car son cursus avant l’université est 
fait en arabe” 
Chapter 6 Attitudes towards MOIs and EMI in Algeria  242 
     
[Students do not master the French language because before university they 
studied in Arabic].  
2. “ الطلبة من كثيرا لدى الفهم في عائقا تشكل الفرنسية ”  
[French causes an obstacle to understanding for many students].  
 Teacher (interview):  
“C’est surtout les nouveaux étudiants. Ils sont pas forts en français. Par 
exemple, moi j'ai l'expérience d'être le chef département de médecine 
et chaque année entre la première et la deuxième année, on oriente 
entre 70 et 60 jusqu'à 80 étudiants, [ils] sont réorientés de la médecine. 
Parmi les causes principales c'est la langue parce qu'ils sont arabisés  ي
ز
 ف
terminal et lorsqu’ils viennent pour faire des cours en pharmacie ou 
bien en médecine tous les modules sont en français. C'est un peu 
compliqué donc la plupart, ils arrivent pas à suivre, ils perdent leurs 
années à cause de la langue.” 
 
[First-year students particularly are not competent in the French 
language. For example, I have the experience of being the Dean of the 
Department of Medicine. Every year among students in the first or 
second year, we reorient between 70 and 60 up to 80 students away 
from medicine. Among the main causes is language because they were 
Arabised in their high schools. Therefore, when they come to university 
to do courses in pharmacy or in medicine, they find all the modules 
taught in French. They have difficulties, so most of them repeat their 
years because of the language issue]. 
 
The above quotations demonstrate the linguistic challenges faced by students in 
FMI classrooms, such as failure, retaking the year or even dropping out from the 
subject courses or the university. In response, some of the teachers preferred to 
change this MOI to Standard Arabic to facilitate learning for Arabophone students, 
while others proposed to implement FMI from primary education or to provide a 
better FMI education, as shown in the below extracts. 
 Students (questionnaire):  
1. “. الجامعية الدراسات قبل من بها اإلهتمام مدع ” 
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[(I am not satisfied with FMI because French is not taught well before the 
University]. 
2. “. إبتدائي 1 البداية منذ بها الدراسة يجب أخرى بلغة الدراسة علينا واجبا كان إن األقل على ” 
[If we have to study in a foreign language, it should be used at least from the 
first year in primary schools.] 
 Teachers (interviews): 
ي األطوار الدنيا
ز
ي الواقع مايعتانيوش بيها بزاف ف
ز
ي مستوى راح نقولك منحط،. هو ف
ز
ولهذا يطلعو الطلبة ف ” 
“ .مستوى ضعيف جدا  
[Actually, they pay less attention to teaching French at a lower level of education. 
That’s why students come to the University with a ground level, a very low level].     
 
Many students in this study also asserted the difficulties of learning in the French 
language due to their Arabophone background and lack of French skills. They found 
the transition from Arabic as a MOI to FMI at university problematic and 
contradictory, as the below excerpts of students confirm:  
 Student (questionnaire):  
 معظم فهم في الكثير يعني مثلي طالب لذلك اللغة لهذه اتقانك عدم هو سبب أهم لكن كثيرة األسباب" .1
"النتائج على سلبا يعود وهذا الدروس  
[The reasons for my dissatisfaction are many but the most important ones are 
the lack of mastering this language. A student like me is struggling a lot to 
understand the lectures, which had a negative impact on my results].  
 اللغة تصبح وفجاة اإلبتدائي وحتى والثانوي المتوسط من اللغة قراءتنا عدم والسبب جيدا نفهمها ال ألننا" .2
"الجامعة في الرسمية  
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[We do not understand the French language because it was not the MOI in our 
primary, secondary, high schools. Then, suddenly, French becomes the official MOI 
at the university].  
 Student (focus group):  
“impossible  ي بالفرنشي
 la base  تاعنا فالفرنشي ميش مليحة ونطلعو هنا la fac  نقراو كلش 
  ”المشكل
[The problem is that we do not have the basics in the French language and then 
when we go to the university, we study everything in French. That is 
impossible!]  
 
Due to the above linguistic challenges, FMI was believed by some students and 
teachers as a hindrance to the process of learning or teaching. Students described 
themselves as struggling to understand from their Francophone teachers, while 
teachers described themselves as struggling to teach their Arabophone students in 
the French language. The fact that creates linguistic changes that made some 
students (37%) and teachers (53%) unhappy with French being the MOI.  
While French was believed to provide instrumental benefits and integration in 
the Francophone context, it was not found by participants helpful for the same 
purposes in the international world, where English is more dominant. Therefore, 
other reasons for the dissatisfaction of students and especially teachers with French 
being a MOI were also instrumental and integrative, but from an international not 
from a Francophone perspective. FMI was negatively perceived because French was 
not considered as the current language of science and research, and the 
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international language. Some students and teachers stated that French is no longer 
useful for their studies because all research, studies and developments in their 
courses are in the English language, as the below extracts indicate: 
 Student (questionnaire):  
“ العالم في الحاصل التطور تواكب ال لغة الفرنسية ”  
[The French language is not up-to-date with the current developments in the 
world].  
 Student (focus group):  
“parce que هنا تقعد بالفرنسية تتعلم. ذرك العالم لغة ميش ”  
[Because French is not currently an international language. If you study in 
French, you will stay here (i.e. Algeria)] 
 Teacher (questionnaire):  
“ قليل مراجع وعدد العلمية مقاالت نشر في استعمالها لعدم ”  
[French is not used in the publication of scientific articles and there are few 
resources in this language]. 
 Teacher (interview):  
I am not satisfied at all because we encounter, not only me, even those 
who do not master English, they feel unsatisfied and we wish to change 
things because you know now all the publications are now in English. 
When we want to participate in conferences, it is in English, when we 
want to publish, it is in English. So, I guess if all the system changed, it 
will better for us instead of feeling lost between the two languages. It is 
good we master French. It is better for us. We master and communicate 
better with students in French, but at some point, especially when you 
become a researcher, you find yourself in a big difficulty. You find 
yourself lost between the two languages. In my opinion, if things [we] 
move to English. Even France now use English frequently, so I guess it 
should be changed [sic].  
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The above extract taken from an interview with a teacher at the University of 
Batna demonstrates this teachers’ preference of English. At the same time, she 
found French as a useful tool to be the agent in the classroom. All Francophone 
teachers “can communicate better with students” and therefore can lead the 
classroom. Conversely, students do not have this ability to communicate. Students 
remain dependent on their teachers who own the language and content. Although 
the above teacher had both Francophone undergraduate education and an 
Anglophone postgraduate education, mastering the English language was not, 
however, helpful in her Francophone context where French is the dominant 
language of Francophone teachers. As she mentioned during our discussion, she 
had to use her Francophone knowledge and skills to have the privilege given to 
Francophone teachers. Despite this privilege given to teachers because of their 
Francophone skills, they found themselves lagging far behind in an international 
academic world, where English is the main working language. As a result, many of 
them felt dissatisfied with FMI.  
Moving now to the last reason for the dissatisfaction with FMI, the historical 
connotation of French as a language of the former coloniser was also mentioned by 
some students and teachers. These students and teachers oppose the continuation 
of FMI in the Algerian education system because it is considered a reflection of 
colonial dependency, as illustrated in the extracts below: 
 Student (questionnaire): 
1. "  ثانيا.المستعمر بلغة التدريس التبعية فمن الفرنسي اإلستعمار من مستقل عربي بلد في نحن أوال
“فقط ومستعمراتها فرنسا في يتواجد بها فالتدريس عالمية لغة ليست       
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[First, we are in an Arab country that is independent from French colonialism. 
Using the language of the coloniser is a linguistic dependency. Second, French is 
not an international language because teaching in French is only applied in 
France and its colonies].  
2. “ à cause de la colonisation française en Algérie.” 
[(I am not satisfied with FMI) because of the French colonisation of Algeria].  
 
 Teacher (questionnaire):  
“ المستعمر مع عالقة ولها متداولة وغير متخلفة لغة ”  
[French is an underdeveloped language and not commonly used. It is related 
to the coloniser].  
As shown above, students and teachers were dissatisfied with FMI because of 
the historical colonial connotation and imposition of French in education. 
Therefore, some teachers and students preferred to return to the use of Standard 
Arabic, which is believed to be the language of “identity,” as will be further 
discussed in the following section.  
Taken together, quantitative data showed a high level of satisfaction among 
students and teachers. However, when digging down in their qualitative answers 
and justifications, a different, more complex picture of FMI was found. Additionally, 
when students and teachers were given a choice of future potential MOIs, French 
scored very low. Students and teachers felt bounded with FMI because they did not 
have a choice. French has a strong position in their context, and it is the only tool to 
succeed and integrate within this context. For teachers, they were taught and 
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trained in the French language. Their jobs require them to be skilled in the French 
language in order to perform well and be accepted in the Francophone education 
system. French was therefore considered as a means of “subsistence and working in 
Algeria” (“ز باش تخدم بيها  for those studying or teaching sciences (”الفرنسية تاكل بيها الخي 
in Algeria. However, there were many practical challenges for these teachers to 
teach Arabophone students. Hence, some students and teachers were explicitly 
dissatisfied with FMI because of linguistic problems and limited international 
instrumental and integrative opportunities in the international world where English 
is the working language. Thus, many of them chose English as their preferred MOI. 
However, there were some students and teachers who called for returning back to 
the language of identity for teaching because the French language was considered 
as a form of colonialism. FMI was unsatisfactory for these teachers and students 
because it was connected to the historical colonial connotation and imposition of 
French in education. Therefore, some teachers and students preferred to return to 
the use of Standard Arabic not only for facilitating learning but also as a means of 
decolonisation, as Standard Arabic for them is considered the language of cultural 
and national “identity.” The trend of returning to or reclaiming back Standard 
Arabic is further explored in the following section.  
6.2.2.2 Standard Arabic as a MOI 
While some students and teachers were compelled to choose French as a MOI, 
other teachers (20.4%) and students (25.5%) chose Standard Arabic as their 
preferred MOI. The choice of Standard Arabic as a preferred MOI was motivated by 
two historical and linguistic reasons. Standard Arabic, as found in the previous 
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chapter, was named as the mother tongue, though it is not exactly or exclusively 
the language acquired from childhood. However, there was a widely held belief that 
this was the real mother tongue and language of culture before French colonialism. 
Returning to the use of Standard Arabic would, therefore, decolonise the MOI in 
Algeria and facilitate learning because of the use of this named mother tongue.  
FMI was presented as an imperial and colonial language that still exists in Algeria 
because of postcolonial hegemonic Francophone policies. According to one teacher, 
“French is the language used and protected whether by its original people or their 
oppressed dependent people.” Some argued that French led to the marginalisation 
and decline of Standard Arabic, as illustrated in the following examples: 
 Student (questionnaire): 
 ألنها تؤدي إل محو آثار اللغة األم ولغة اإلسالم أال وهي العربية الفصحة
[Because FMI led to the erasure of the mother tongue and language of Islam, 
namely Standard Arabic.] 
 Teacher (interview):  
.  Normalement العربية هي  ي قانون الغابة 
الفرنسية توكل العربية. القوي يغلب الضعيف. شفت      
 .  العلم كي بدى( خاطر) 
هي لغة القرآن  ولغة حت   لغة التدريس  
 [It is like the law of the jungle. The strong conquers the weak. French conquered 
Arabic. Arabic should be the MOI because it is the language of the Quran and it is 
the language of early sciences].  
The view of French as the language of imperialism, and an imperialistic language, 
is clearly stated in the above quote and among some students and teachers. The 
fact that French was associated with the elite, prestige and job opportunities in 
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Algeria is a double-edged sword. It might be seen as a key to access social mobility 
and status, and also – for the same reasons – a tool of oppression, leading to the 
view that French, as the colonial language, should be replaced by Standard Arabic. 
The following extracts come from a focus group with students at the University of 
Oum El Bouaghi, which is a periphery university:  
 Students (focus group): 
1. Student 1: “حنا حبينا العربية” [we would like Arabic (to be the MOI)]. 
2. Student 2: “ية ز كات تفرض عليك الفرنسية أو اإلنجل    ”بصح كي تقرى أنت بالعربية كاين ش 
[But if you study in Standard Arabic, companies require the use of only 
French or English].  
3. Student 3: “ اللغة تاعكأنت تفرض   normalementعاله يفرض عليك هو اللغة نتاعو”  
[Why do they impose their language; you should impose your own 
language].  
For some students and teachers, Standard Arabic is the national language of 
Algeria that replaced French after independence. It was seen as a symbol of their 
cultural and national identity, while French was perceived as a colonial language. 
Therefore, they considered Standard Arabic as a decolonising MOI from the French 
colonial MOI. These ideological representations of Standard Arabic are illustrated in 
the following extracts: 
 Student (questionnaire): 
الفرنسيون يدرسون بلغتهم واإليطاليون بلغتهم أيضا فلماذا اليمكن أن نكون نحن الشعب الجزائري " 
ن نتعلم هل رأيتم يوما الفرنسيون يتعلمون بلغتنا ؟ فلماذا نح. ندرس بلغتنا أيضا أال وهي العربية الفصىح
    "بلغتهم؟
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[The French people study in their language. The Italian people study in their 
language too. So, why do not we Algerians study in our language: Standard Arabic? 
Have you ever seen the French people studying in our language? So why do we have 
to study in their language?].  
 Teacher (questionnaire):  
“... الهوية الحفاظ عىل ” [in order to protect our identity].  
 النها اصل لغة العلوم و هي لغة القران 
Because Standard Arabic is the origin of sciences. It is the language of the Quran  
 Teacher (interview):   
ري فاألندلس ماذابيا أنا العربية الزم نطلعو فالمستوى باش نرجعو للعربية كيما بك  
[No, (I am not satisfied with FMI) I wish if the MOI is Arabic. We need to enhance 
our level in order to go back to Arabic like in the old days in Andalusia. 
It was also believed that returning to Standard Arabic as the MOI would facilitate 
understanding. Therefore, some students and teachers agreed that Standard Arabic 
facilitates learning and understanding for students because of their Arabophone 
linguistic background. For instance, teachers in the extracts below indicated that 
Standard Arabic is the best choice because “students’ level in French is low,” while 
their level “in Standard Arabic is good”. Using Standard Arabic as the MOI is 
therefore expected to be helpful for “transmitting information” and “understanding 
the educational material.” 
 Teacher (questionnaire):  
  ”لضمان فهم المادة العلمية الن جميع الطلبة يحسنون فهم العربية“ 
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[To guarantee the understanding of the educational materials because most 
students understand Standard Arabic].  
 Teacher (interview): 
 .لغتنا L’avantage c'est . .حبيت كيما تعي   تقدر .C'est très riche   العربية اللغة“ 
On a compris. Les cours en français  بالعربية نقريو جينا لوكان  .مايفهموهاش نصو 
je pense   عندهم ميكونش  problème de la langue surtout  جاء الي  هذا الجيل   
très arabisé. صحيحة جملة يكتبو مايقدروش . Le problème نديرو خالنا هذا  Des 
questions où on coche la réponse juste parce que on a marre من les 
fautes. Parce que نمدو لوكان une question directe. من شبعنا يكتب يبدى les 
erreurs. ي   .كارثة أخطاء أخطاء
ز
 un seul paragraphe de cinq lignes, il y a  ف
beaucoup de fautes. Des fois و واش مانعرفوش  ”.يعي 
 
[Standard Arabic is a very rich language. You can express yourself as you 
want. The advantage of Standard Arabic is that it is our language. We 
understand it. Most courses taught in French are not understood. If we 
are teaching in Arabic, I think, students will not have these linguistic 
challenges, particularly this new generation that is Arabised. They 
cannot write one correct sentence in French. This problem led us to give 
them only multiple-choice questions because we are tired of language 
errors. If we give them direct questions, they start writing and making 
many errors. Errors, errors, catastrophic. In one paragraph of five lines, 
there are many errors. Sometimes, we do not even understand what 
they are writing].  
 
 As demonstrated in the above extract from an interview with a doctor-teacher 
at the University of Batna, students struggle to learn in French. They even have 
difficulties expressing their ideas and writing in exams, hence they make many 
errors. Teachers have sought to adapt to this situation through different strategies, 
such as multiple-choice questions that do not require students to write. Some 
teachers tended to also use translation from French to Standard Arabic or Darija 
orally during the exams. This is why they argue that implementing Standard Arabic 
as the MOI would eliminate these problems. It should be pointed out that referring 
to Standard Arabic as a mother tongue is an ideological point of view as this 
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language is actually learned in schools. Whereas, the Algerian Arabic (Darija) is the 
first language many Algerian have exposure to.   
The different discourses around Standard Arabic in Algeria whether national or 
cultural led to the view that this language is the only means to reclaiming origins 
and decolonising languages in Algeria. The symbolic value of Standard Arabic 
discussed in the previous chapter gave this language apart from all other languages 
this status of the decolonising mother tongue. At the same time, other languages 
such as Darija (considered dialect) and Amazigh were not included in this identity 
debate, particularly for MOI and in academic settings. This, however, might be 
different in other Kabyle settings where Amazigh is entitled as the language of 
origins and identity.   
6.2.2.3 Darija and Amazigh as MOIs  
Darija (students: 2.2%, teachers: 0%) and Amazigh (students: 0.9%, teachers: 
0.7%) were among the least favourable languages to be implemented as MOIs. The 
motives for the very few who chose Amazigh stem from identity protection because 
Amazigh was viewed by some students as the language of their identity. The rare 
students who chose Amazigh were from Amazigh regions where Amazigh language 
and culture are deeply integrated, such as Khenchela and Bejaia. Only one teacher 
chose Amazigh as the preferred MO. This teacher is from the University of Batna 
and is living in an Amazigh small town in Batna called Ras El Aioun. The motives for 
choosing Amazigh for this teacher are both linguistic and ideological. According to 
him, “Amazigh is commonly used in our region: the Aures”. Despite this status of 
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Amazigh, not many teachers or students chose Amazigh as the preferred MOI 
because of its limited presence in their context.  
No single teacher chose Darija as the preferred MOI, and few students chose this 
language as their preferred MOI. The analysis of their motives for choosing Darija 
reveals only linguistic reasons. Students who chose Darija found it easy to learn in 
Darija because they considered it to be easy, understandable and mastered by 
everyone. Therefore, they found that Darija would facilitate the process of learning. 
When looking at students and teachers’ attitudes towards Amazigh and Darija in the 
previous chapter, there were common positive views in general about these 
languages, although there were also some negative views. However, these 
languages were not viewed positively as MOIs. Darija is belittled and not viewed as 
a language. Therefore, its implementation as a MOI was not acceptable among 
participants. It is, however, the commonly used language in classrooms and other 
settings in Algeria. Amazigh, on the other hand, is excluded from educational setting 
for political reasons and because of the dispute around its writings and variations.  
These representations of languages for teachers and students were not the only 
influential factors shaping attitudes towards MOI in scientific courses in Algerian 
universities. Other different intervening variables (such as gender, age, level of 
education and university) might have an impact on student and teacher choices of 
their preferred MOI. The next section examines the impact of these variables in 
greater detail.  
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6.2.3 The impact of intervening variables on teachers’ and 
students’ choices of MOIs  
6.2.3.1 Gender and preferred MOIs  
This section examines the impact of gender on student and teacher attitudes 
towards different MOIs in Algeria. Providing the fact that both variables are 
categorical, Chi-square test was used to test the difference between males and 
females and their preference of MOIs.  The results of this test for each language for 
both participants are presented in Table 6.1: 
Table 6.1 The Impact of Gender on Attitudes towards MOIs  
Chi-square test Students (N=402) Teachers (N=117) 
X2 p value X2 p value  
Standard Arabic 0.00 1.00 0.04 0.83 
Darija  0.00 0.98 
Amazigh  1.31 0.25 0.00 1.00 
French  6.98 0.01 0.94 0.33 
English  4.48 0.03 0.23 0.63 
N = number of participants, X2   = continuity correction value 
 
As displayed in Table 6.1, p values in teachers’ data across all languages are 
above the significance level 0.05. These results indicate that there is no significant 
difference between the gender of teachers and their preferences of MOIs. For 
Darija, the test was not performed because no teacher chose Darija as the preferred 
MOI, thus, this variable is considered constant. However, the impact of gender on 
teacher satisfaction with the current MOI, such as FMI was found significant. Based 
on the findings of the normality distribution test (see Appendix 36), Mann-Whitney 
test was used to test the relationship between the ordinal variable (level of 
teachers’ satisfaction) and categorical variable (gender of teachers). The findings 
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from the Mann-Whitney test for teachers (U = 1.260.50, p = 0.03≤ 0.05) indicate a 
statistically significant difference between female teachers and male teachers and 
their level of satisfaction. Female teachers (mean rank= 67.10) were more satisfied 
with the current MOI than male teachers (mean rank=53.75).   
Regarding students, the results, presented in Table 6.1, show that the p values 
for Standard Arabic, Darija and Amazigh are above the significance level 0.05. This 
indicates that there was no significant difference between students’ gender and 
their attitudes towards these languages as MOIs. However, the relationship 
between students’ gender and their preferences of either French or English as 
preferred MOI was found significant. There was a significant relationship between 
students’ gender and their preference of French as MOI, X2 (1, N = 402) = 7.61, 
p=0.01 ≤ 0.05. More female students tended to prefer French as MOI compared to 
male students (33.5% to 20.4%). Similarly, there was a significant relationship 
between students’ gender and their preference of English as MOI, X2 (1, N = 402) = 
4.94, p=0.03 ≤ 0.05. Male students tended to prefer English as MOI more than 
female students (57.7% to 46.2 %).  
Similarly, the impact of gender on students’ satisfaction with the current MOI, 
such as FMI was found to be significant. Based on the findings of the normality 
distribution test (see Appendix 36), the Mann-Whitney test was used to test the 
relationship between the ordinal variable (level of students’ satisfaction) and 
categorical variable (gender of students). The findings from the Mann-Whitney test 
for students (U= 14,354.000, p = 0.00 ≤ 0.05) indicate a statistically significant 
difference between female students and male students and their level of 
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satisfaction with the current MOI. Female students (mean rank= 218.29) were more 
satisfied than male students (mean rank=171.38). 
The qualitative data was further analysed to explain these differences between 
students’ gender and their choices of French or English as MOI and between 
teachers’ gender and their satisfaction with French being the MOI. Female students 
were more influenced by the social status and instrumental value of French within 
the Algerian context because of their limited choice to get out from these 
Francophone regional borders. Males in the Algerian context tend to look for 
opportunities for work or migration aboard, where English is a key tool for accessing 
international opportunities. However, not all women can do this because of the 
conservative nature of their families or because of the male domination of these 
opportunities. The following examples illustrate the differences between female 
and male responses: 
 Female students (questionnaire):  
1. “ سيرورة األكثر ” [French is the most suitable MOI].  
2. “ منهاجي وفي دراستي في جدا متداولة أنها كما ” [French is widely used in my study 
and in my course].  
 Male students (focus group):  
1. “Par ce que هنا تقعد بالفرنسية تتعلم. ذرك عالمية لغة ماهيش ” [Because French is 
not now the international language. If you learn in French, you will stay 
here]. 
2. “ بيها ماديري ماعندك برى برك، بيها تهدري الفرنسية هنا تسمى ” [French can be only 
used here, but when you go abroad it will not be useful to you].   
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Female students are more bounded within the Francophone context in Algeria. A 
possible reason for this is their more limited choices for work or research abroad. 
On the contrary, male students are open to choices in or outside Algeria. They 
might be, therefore, not trapped within the national requirement of knowing 
French to access certain jobs, notably in the private sector. For this reason, male 
students preferred English as MOI more than female students. Thus, students state 
certain preferences based on what language works best for them in their context, 
whether French, English or Arabic.  
6.2.3.2 Age and preferred MOIs  
This section examines the impact of age on the attitudes of students and 
teachers towards different MOIs in Algeria. Statistically, the preferred MOI is a 
categorical variable. Age in this study is also considered categorical because it was 
divided into age categories. The Chi-square test was, therefore, used to test the 
association between preferred MOIs and age categories. Table 6.2 and Table 6.3 
show the results of this test for both students and teachers. 
Table 6.2 The Impact of Students’ Age on their Attitudes towards MOIs 
Chi-square test 
 
Students 
N X2 p value 
Standard Arabic 376 0.47 0.79 
Darija  376 0.21 0.90 
Amazigh  376 0.95 0.62 
French  376 0.41 0.81 
English  376 0.2.19  0.34 
N = number of participants, X2  = Chi-square value or Likelihood Ratio value  
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Table 6.3 The Impact of Teacher’s Age on their Attitudes towards MOIs 
Chi-square test 
 
Teacher online f=53 Teachers paper-based f= 
X2 p value X2 p value  
Standard Arabic 3.36 .34 2.90 .41 
Darija  Constant variable 
Amazigh  Constant variable 1.57 .68 
French  1.43 .70 2.87 .41 
English  8.49 .04  2.06 .56 
N = number of participants, X2   = Chi-square value or Likelihood Ratio value  
 
Based on the findings of the Chi-square test, there was no association between 
students’ age groups and their attitudes towards all MOIs. The reason behind this 
might be related to the fact that today’s student’s generation are mostly in the 
same category of Arabophone generation, that has similar linguistic background. At 
the same time, the age of most students (88.9%) who participated in this study 
ranges between 18-24. Therefore, these results might not be significant.  
Similarly, there was not a significant association between teachers’ age groups 
and their attitudes towards most MOIs. It is important to note that the number of 
tested participants here dropped to less than the original number 118 because 
online and paper-based questionnaires were tested separately. However, teachers’ 
attitudes towards English as a MOI are influenced by their age in online 
questionnaires because p value is found lower than the significance level .05. Based 
on the percentages and adjusted residual (Z-scores) values (see Appendix 38), 
teachers aged between (55–64) were less likely to choose English as the preferred 
MOI. One possible explanation of the impact of age on teachers’ preference for 
English as a MOI is that older teachers might prefer French more than English 
because of their Francophone educational background.  
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6.2.3.3 Educational level and preferred MOIs  
The educational level of participants was also an important factor to examine in 
relation to their attitudes towards MOIs. Providing the fact that both MOI and 
current educational level are categorical variables, the Chi-square test was used to 
test the impact of participants’ educational level on their preference of MOI. The 
results of this test for each language for both participants are presented in Table 
6.4.  
 Table 6.4 Educational level and attitudes towards MOIs 
Chi-square test Students  Teachers  
N X2 p value N X2 p value  
Standard Arabic 402 37.621 0.00 113 9.03 0.01 
Darija  402  2.14 0.83 Constant variable  
Amazigh  402 3.27 0.66 113 0.85 0.65 
French  402 6.19 0.29 113 0.97 0.62  
English  402 23.25 0.00 113 3.03 0.22 
N = number of participants, X2   = Chi-square value or Likelihood Ratio value 
 
Based on the Chi-square test findings in Table 6.4, there was no association 
between students’ degree and their attitudes towards Darija, Amazigh or French as 
MOIs. However, the relationship between students’ degree and their attitudes 
towards Standard Arabic as MOI was significant, p ≤.05. On the basis of Z-score 
(adjusted residual) and percentages (see Appendix 39), students in bachelor degree 
were more likely to prefer Standard Arabic as MOI, while students enrolled in 
Master degree and doctor of pharmacy were less likely to prefer Arabic as MOI. 
Students enrolled in PhD and doctor of medicine with Z-scores (-1.1) and (-1.6) were 
less likely to prefer Standard Arabic as a MOI, but this is not statistically significant. 
One possible reason for these results of students’ preference of Standard Arabic at 
this preliminary level of education is to facilitate learning and understanding, where 
Chapter 6 Attitudes towards MOIs and EMI in Algeria  261 
     
students usually have a low level of the French language. This means that students, 
who have made it to postgraduate level, probably master French quite well. Thus, 
more Arabophone students do not have the same chances to proceed to a higher 
level of education, where French is more perpetuated. 
Similarly, the correlation between students’ degree and their preference of 
English as MOI was significant, p ≤.05. Bachelor’s students were less likely to prefer 
English as a MOI, while students enrolled in master’s degree, PhD, doctor of 
medicine, and doctor of pharmacy were more likely to prefer English as MOI. These 
differences are significant apart from master’s degree (see Appendix 40).  Students 
at higher levels of education were more likely to prefer English as a MOI might be 
because at this level English becomes more important for research purposes.   
As the results of the Chi-square test in Table 6.4 indicate, there was not any 
association between teacher current level and their attitudes towards Amazigh, 
French or English as MOIs. However, the relationship between teachers’ current 
educational level and their attitudes towards Standard Arabic as MOI was 
significant, p ≤.05. Teachers who hold a magister degree were more likely to prefer 
Standard Arabic as a MOI (see Appendix 41). Teachers with a magister degree tend 
to be from the younger generation that experienced an Arabophone education 
prior to university. Hence, teaching in Standard Arabic might be easier for them 
than teaching in French, which was the MOI during their university degree only.  
The variable ‘years of education’ was also tested in relation to teachers’ attitudes 
towards MOIs using the Chi-square test. The results of this test are displayed in 
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Table 6.5. The Chi-square findings revealed no association between teacher years of 
teaching and their preference of all languages as MOIs, p ≤.05. 
Table 6.5 The Impact of the Years of Teaching Experience on Teachers’ Attitudes 
towards MOIs 
Chi-square test Teachers’ years of teaching  
N X2 p value  
Standard Arabic 113 6.80 .08 
Darija  Constant variable  
Amazigh  113 1.08 .78 
French  113 5.12 .16 
English  113 2.88 .41 
N = number of participants, X2   = Chi-square value or Likelihood Ratio value 
 
 
6.2.3.4 University and preferred MOI  
The differences between the selected universities in this study were compared in 
relation to the preferred MOI of participants in each university. The Chi-square test 
was used to test this relationship between two categorical variables. The results of 
the Chi-square test are presented in Table 6.6.  
Table 6.6 University and Attitudes towards MOI  
Chi-square test Students  Teachers  
N X2 p value N X2 p value  
Standard Arabic 393 17.84 .00 109 3.92 .14 
Darija  406 1.44 .49 Constant variable  
Amazigh  406 5.27 .07 109 2.98 .23 
French  406 1.44 .49 109 .69 .71 
English  406 20.39 .00 109 2.49 .29 
N = number of participants, X2   = Chi-square value or Likelihood Ratio value 
 
Based on the finding of the Chi-square test, there was not any correlation 
between students’ university and their attitudes towards the following MOIs: Darija, 
Amazigh and French. However, the relationship between students’ university and 
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their preference of Standard Arabic as a MOI was found significant, p ≤.05. Based on 
the Chi-square post-hoc tests table (see Appendix 42), students from peripheral 
university (the University of Oum El Bouaghi) were more likely to prefer Standard 
Arabic as a MOI (40.7%, z = 3 > ±1.96). Yet, students from central university (the 
University of Batna) were less likely to prefer Standard Arabic as a MOI (22.4%, z = -
2.40 > ±1.96).  While both the University of Batna and the University of Oum El 
Bouaghi are in an Amazigh region, In Batna, Amazigh language and culture are more 
preserved than in Oum El Bouaghi. Therefore, Students from Batna were less likely 
to prefer Standard Arabic.  
Similarly, the relationship between students’ university and their preference of 
English as MOI was significant, p ≤.05. Based on the chi-square post-hoc tests table 
(see Appendix 43), students from the central university (the University of Batna) 
were more likely to prefer English as the MOI (60.7%, z= 3.80 > ±1.96). Yet, students 
from peripheral university (the University of Oum El Bouaghi) were less likely to 
prefer English as the MOI (31.9%, z= -4.00> ±1.96). This finding shows that the 
differences between universities in terms of central and peripheral university 
influenced students’ and teachers’ attitudes. Students in central university of Batna 
have more positive attitudes towards the international language English, while 
students at the peripheral university of Oum El Bouaghi might have less exposure to 
this language.  
On the other hand, the results of Chi-square test regarding teachers’ data 
revealed no relationship between teachers’ university and attitudes towards all 
MOIs (Standard Arabic, Amazigh, French and English) because p values obtained 
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from testing all these languages were found more than 0.05. Taken together, 
variations between universities influenced only the attitudes of students towards 
different languages Standard Arabic and English as MOIs. Standard Arabic was 
preferred as MOI in peripheral university, while English was preferred as MOI in 
central university.             
6.3 Conclusion: Attitudes towards the Current MOI versus 
other MOIs in Algeria  
The aim of the analysis and discussion in this section was twofold. The first aim 
sought to examine quantitatively and qualitatively students’ perceptions of the 
current MOI and their satisfaction with this MOI. Examining views about the current 
MOI is important because the current MOI policy in scientific courses in Algeria is an 
uncertain and controversial question. Although Standard Arabic is the official MOI in 
all educational institutions in Algeria, French remains the de facto MOI that was 
inherited from the colonial era. Despite this uncertainty around MOI, the majority 
of students and teachers believed that the MOI in their scientific departments was 
the French language. When students and teachers were asked about their 
satisfaction with this MOI, quantitative results showed a slightly higher percentage 
of satisfaction, particularly among students. 
 Yet, the close analysis of qualitative responses from the questionnaires, 
interviews and focus groups, showed a very different complex picture of what 
“satisfaction” means. French as a MOI was seen as an inevitable MOI, which many 
students and teachers felt powerless to change for different linguistic, political and 
postcolonial reasons. They stated that they had no choice other than to be satisfied 
Chapter 6 Attitudes towards MOIs and EMI in Algeria  265 
     
(i.e. resigned to) French because of the imposed nature of the French language in 
the education system, since the colonial era. French is given a higher position in 
their educational context and those who master it will have a better position, 
reputation and respect because of their French skills. It is a means of subsistence 
and working in scientific education in Algeria, it also continues to be given a high 
social status among Algerians.  
Students were also bounded with French being the MOI because for them this 
language is the key to their success and integration within their Francophone 
educational and employment context in Algeria. This contributes to the 
continuation of this Francophone MOI. Nevertheless, some students and teachers 
were clearly against FMI because of the linguistic problems faced by teachers in 
teaching Arabophone students and faced by students in studying from Francophone 
teachers and resources. Nor was French perceived as the ideal solution to access 
academic resources and opportunities in the international academic world, where 
English is the working language.  
Other MOIs that were chosen by few participants as potential MOIs were 
Standard Arabic, Amazigh and Darija. Standard Arabic was widely perceived as the 
mother tongue. The symbolic value given to Standard Arabic because of its 
connotations as the language of cultural and national identity led to the preference 
of this language as a MOI. Some students and teachers believed that they are still 
colonised by having the French as the MOI, which, they argue, must be replaced by 
the original language of nation and culture, Standard Arabic. This is a view widely 
shared and often advocated for by Algerian politicians – and largely implemented in 
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language policies since independence, as previously discussed in chapter 1. 
According to some students and teachers, implementing Standard Arabic would 
also facilitate learning and teaching because Standard Arabic is considered as the 
language of most students’ background. However, this might not be the only 
language used in students’ previous education (secondary), as Darija (Algerian 
Arabic) or Amazigh in Kabyle regions might be used more often in classrooms. 
Despite their wide use in the daily life of many Algerians, these languages (Darija 
and Amazigh) were largely ignored and devalued to be MOI for teaching sciences in 
Algerian education.  However, when looking at attitudes towards these languages in 
general in the previous chapter, a good number of students and teachers were 
positive about these languages. Darija was devalued as a MOI because it was not 
considered as a language. Amazigh, on the other hand, was chosen by only a few 
students or teachers who live in regions where the Amazigh language and culture 
are preserved. Possible reasons for the low preference of Amazigh as MOI might be 
due to the political debate around this language and controversy on its writing 
system and varieties, which are not widely spoken beyond the Maghreb (North 
Africa).   
Apart from languages, other variables that influenced attitudes towards MOI 
were gender, educational level and university. Female students tended to prefer 
French as a MOI compared to male students. Male students tended to prefer 
English as a MOI compared to female students. In addition, both female teachers 
and students were more satisfied with French being the current MOI than male 
teachers and students. Female participants in Algeria are still bounded with the 
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Francophone Algerian context because for most it is their only realistic choice. Male 
participants in the Algerian context have more options to travel abroad to an 
international context, where English is generally considered more important than 
the French language.  
The educational level of students likewise influenced students’ attitudes towards 
MOIs. Students at BA level were more likely to prefer Standard Arabic as MOI and 
less likely to prefer English as a MOI compared to postgraduate students. Students 
enrolled in higher levels or pharmacy were less likely to prefer Standard Arabic as a 
MOI and more likely to prefer English as a MOI. Similarly, teachers with lower 
educational status (i.e. magister degree) were more likely to prefer Standard Arabic 
as a MOI. These differences revealed students’ need for Standard Arabic at a lower 
level of education for the purposes of understanding, while their need for English 
increased at a higher level of education for the purposes of research. Students at 
postgraduate level are also more likely to have a high level of French proficiency, 
which means that more Arabophone students have fewer chances to proceed to 
this level. The fact that contributes to the continuation of French as a MOI.   
The impact of the region of universities on students’ attitudes towards MOIs was 
found significant for two languages: Standard Arabic and English. Students from the 
peripheral university were more likely to prefer Standard Arabic as the preferred 
MOI. They were also less likely to choose English as the preferred MOI, unlike 
students in the central university. This supports our claim about the difference 
between periphery and centre in Algeria in terms of use of languages and attitudes 
towards MOIs. 
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The analysis in this section on the views of students and teachers about FMI is 
based on their experiences with FMI in their education. However, the views in the 
next section about EMI are only hypothetical because teachers and students have 
not experienced teaching or studying in an FMI education. Hence, it is important to 
distinguish between the former practical reasons and views and latter hypothetical 
reasons and views.  
6.4 Attitudes towards the Implementation of EMI in 
Algeria 
This section aims to answer one of the main questions of this study on the 
attitudes of students and teachers towards EMI. The difference between this 
section and the previous section, however, is that attitudes towards English here 
are based on hypothetical aspirations, whereas attitudes towards FMI discussed in 
the previous section are based on actual direct experience with the current MOI, 
such as French. Therefore, views presented here about EMI are very abstract 
compared with the views about FMI discussed in the previous section. In order to 
examine students and teachers’ views about EMI, they were asked in the 
questionnaires, focus groups and interviews about their agreement with the 
implementation of EMI in scientific departments in Algerian universities. The 
responses of students and teachers are analysed using descriptive statistics 
(frequencies, percentages and means), presented in Table 6.7: 
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Table 6.7 Attitudes towards the Implementation of EMI in Scientific Courses in 
Algerian Universities   
 Students  Teachers  
frequency % frequency % 
Strongly disagree 32 8 0 0 
Disagree 56 13.9 12 10.2 
Agree 167 41.5 43 36.4 
Strongly Agree 147 36.6 63 53.4 
Total 402 100 118 100 
Mean    3.06 3.42 
SD 0.91 0.7 
 
What stands out in Table 6.7 is the common agreement with the implementation 
of EMI among both teachers and students. Most teachers either strongly agreed 
(f=63, 53.4%) or agreed (f=43, 36.4%) with the implementation of EMI. No teacher 
strongly disagreed with EMI, but there were a few (f=12, 10.2%) who disagreed.  
Similar to teachers, most students agreed with the implementation of EMI. 
However, the percentage of students’ disagreement (21.9%) with the 
implementation of EMI was more than the percentage of teachers’ disagreement 
(10.2%). The difference was also reflected in their means. The mean of teachers’ 
agreement (   =3.43, SD=0.67) was slightly higher than the mean of students 
(   =3.06, SD=0.91). This result indicates that while both students and teachers 
agreed with the implementation of EMI, teachers showed slightly stronger 
agreement.  
The qualitative responses of students and teachers were examined in order to 
understand the reasons behind these common positive attitudes towards the 
implementation of EMI in Algeria. The main motives were instrumental and 
integrative. The instrumental motives include educational and professional benefits 
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of learning or teaching in English. Students and teachers agreed with the 
implementation of EMI because they argued that it could promote their research, 
teaching, publications and offer them a wide range of opportunities to study or 
work abroad. 
For them, English is the language of science and of all educational resources in 
their subject fields. English was considered by teachers and students as an 
important language to get involved in “scientific conferences and internships”, or 
“getting published”, or “going abroad.” Therefore, EMI was believed to enhance the 
educational and scientific level in Algeria and to help keep up to date with 
developments and progress in the world. To exemplify this, students and teachers 
quoted below the instrumental benefits of implementing EMI in Algerian scientific 
institutions:  
 Students (questionnaire):  
1. “  قدراتنا تطور في يزيد أساسية لغة وجعلها. الحديثة والتكنولوجيا التطور لغة هي اإلنجليزية اللغة
العلوم مختلف في ومهارتنا ”  
[English is the language of modern development and technology. The official 
implementation of EMI will improve our level in all sciences].  
2. “ اإلنجليزية باللغة العليا الدراسات معضم ألن ”  
[Because most postgraduate studies are in English].  
 Teachers (questionnaire):  
1. “  المقاالت بنشر الخارجي للعالم االفكار توصيل و االنجليزية باللغة المراجع توفر علمية، ة،عالمي لغة
  ”العلمية
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[English is an international and scientific language. It helps to access 
resources in English and facilitates the transmission of ideas and publication 
of scientific articles].  
2.  “ العالم في الركب نواكب حتى ”  
[To keep up with developments in the world].  
According to some teachers, they are already using English resources that are 
necessary for teaching their subject matter. Thus, the implementation of EMI was 
believed to lessen their daily struggle of reading, translating and trying to 
understand these English resources. For example, a teacher mentioned the 
difficulties he faced understanding English articles, which are necessary resources in 
his subject field but are not available in the French language. He said that “we need 
to translate English sentences into Arabic in order to understand (for themselves or 
when teaching their students). This, however, does not help at all for enhancing the 
level of educational attainment.” Other teachers highlighted their struggle to write 
articles in English, considering their low level of English proficiency. In an interview 
with a pharmacy teacher at the University of Annaba, he highlighted this 
experience: 
 publication généralement tous les journaux sont en anglais donc واحد كي يحب "
 يعمل
ية ترجمة مليحة  ز   حنا نلقاو صعوبة باش ترجم باش ترجم   le travailنتاعك من الفرنسية لإلنجل 
".les journaux   ي
ز
باش يقبلوك ف       
 [If someone wants to publish his/her research, most journals require the article 
to be written in the English language for publication. Thus, we usually find 
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difficulty in accurately translating our work from French to English to be 
accepted by these journals].  
According to these teachers, the implementation of EMI is, therefore, the best 
way to facilitate teaching and publishing in English. Teachers single-handedly 
translate English materials in order to teach updated and necessary knowledge in 
their subject field to their students. When publishing, they find that their articles 
written in the French language often do not meet international standards requiring 
the English language. Thus, they translate their French language articles into the 
English language. However, they struggle to do this because of their low English 
proficiency. Hence, they feel they are behind in the international academia because 
of their low level in English and struggle to get published or access updated 
information in their fields.  During the fieldwork, some teachers said that those who 
are financially able send their work to European proof-readers to get published. 
However, this is not affordable for all Algerian teachers and researchers, who are 
already struggling with their low salaries compared to university teachers in other 
countries internationally. Their knowledge of the French language is thereby 
considered no longer useful for either their teaching or publications with 
international journals. Teachers also considered that their students, particularly 
today’s generation, are more interested to learning in English than in French. For 
instance, a female teacher at the University of Batna observed that: 
This is something I have noticed lately that our students are more into 
English than French. In the class, we use French because of the nature of 
the class itself but for example yesterday I had a student I asked her in 
French, she could not answer in French and she said could I use the 
English. I said OK because it (language) is only a means of 
communication; it is not important (which language to use). She is more 
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into English than French. She does not know how to communicate in 
French, so did it in English. But I have noticed because I participated a 
lot with students in the events they organise and competitions, and stuff 
mostly it is English. We did an event recently also it was mostly from the 
introduction to the end it was in English. 
 
As the teacher explained in the excerpt above, students used English in order to 
prove themselves in front of their Francophone teachers. Students considered EMI 
to be a tool to satisfy their teachers, in order not to be blamed again for their low 
level in the French language. It is commonly believed by students and teachers that 
there is a trend among students today of learning and speaking the English 
language more than the French language. This claim is illustrated in the below 
discussion between three students in a focus group at the University of Batna: 
1. Female 1:  
“Les étudiants يشتيو و هنا ويهدروها بزاف باإلنجليزية أفالم يتفرجو هنا  anglais beaucoup plus 
  ”.français على
[Students here watch movies in English a lot. They also talk in English here. They 
like English more than the French language].  
2. Male:  
 “ سيةالفرن من أكثر يشتيوها إيه ” 
[Yes, they like it (English) more than French] 
3. Female 2:  
".français على ساهلة تاعها  le grammar يرحو كي    français puisque من أكثر يشتيوها إيه "  
[Yes, they like it (English) more than French because when they find its grammar 
easier than the grammar of the French language].  
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EMI was not only considered as a useful instrument for educational and 
professional success. Students also found it a powerful tool to resist and hide their 
difficulties in the French language. Implementing EMI would put students and 
teachers in the same level of linguistic incompetence whilst at present their 
teachers enjoy a dominant position because of their high level in the French 
language. Students are often blamed because of their Arabophone background and 
low level in the French language. However, both students and teachers’ level in the 
English language is approximately the same as this language is considered a foreign 
language for both of them and taught on limited occasions. Indeed, it is likely that 
this younger generation of students might have had more exposure to English 
through their greater engagement with new media forms compared to older 
generations of teachers. As shown so far, students and teachers agreed with the 
implementation of EMI for several instrumental motives, such as prompting their 
research, publication, and teaching as well as getting work and study opportunities 
abroad.  
In addition to these instrumental motives, a common motive for students’ and 
teachers’ agreement with the implementation of EMI in their departments was also 
integrative, connected to the international but not Francophone world. Integrative 
motives here do not necessarily mean students’ and teachers’ need for English to 
integrate with the English-speaking community. Rather, English was presented as a 
property of the international community, and it is necessary to integrate within this 
international community. EMI was seen as a bridge for students and teachers to 
integrate with the international world. Although English is not required in the 
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professional and regional Francophone context of students and teachers, the 
international community requires English to be part of it. The following extracts 
demonstrate this motive of integration among students and teachers: 
 Students (questionnaire): 
“ يةأل  ز نها لغة العالم ألنه ليست كل الدول تستخدم اللغة الفرنسية عكس اإلنجل  ” .1 
[Because English is an international language. All countries use this language, but 
not the French language]. 
ي “  2. ”ألنها لغة عالمية وتسمح لنا بتوسيع األفق واإلنفتاح عىل العالم الخارج 
[Because English is an international language. It allows the expansion of our 
horizons and openness to the world outside]. 
 Teachers (questionnaires): 
1. “C’est le moyen primordial de communication (verbale ou écrite) avec la 
communauté scientifique internationale.” [English is the primary means of 
communication (written or spoken) with the international scientific community].  
2. [It facilitates communication with the developed world] “.  مع التواصل تسهل ألنها
المتقدم العالم ”  
 
The above quotes from students and teachers’ responses reveal that EMI is 
considered as a powerful tool that Algerians need to transcend the Francophone 
borders and keep up the pace of international development. For the reason that 
English was defined as 1) an international language, 2) dominant language, 3) most 
widespread language, 4) lingua franca, and 5) a tool for openness to the world. With 
the current French as a MOI, teachers and students felt left behind in a globalized 
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world. They felt confined by the current MOI French and see English as an 
instrumentally liberating language from the Francophone boundaries, as illustrated 
in the following extracts from teachers’ interviews and students’ focus groups:  
 Teachers (interviews):  
1. Male doctor-teacher at the University of Batna:  
“La langue française est un handicap pour la progression et pour la 
recherche… parce que la recherche se fait en anglais. Les Français ils font leur 
recherche en anglais. حنا   on avait pas. نديرو كيفاه  recherche en Anglais et je ne lis 
pas en anglais. On trouve beaucoup de difficultés.” 
[The French language is a handicap for progression and for research... because 
most research is carried out in English. Even the French people do their research 
in English. However, we do not carry out research. How can we do this in English, 
and we do not know this language. We will find many challenges].  
2. Chemistry male teacher at the University of Annaba:  
“post-graduation ç'est un grand handicap توصل كي  mais الجزائر وفي ليا بالنسبة العلم تاع اللغة "     
[French is considered as the language of science only in Algeria. However, it is 
hindering our postgraduate studies].  
 Students (focus groups): 
1. Female 1: 
Je préfère L'anglais على Francais. التعليم لغة هي  Francais درك مدام ” 
 “L'anglais لزملك Utiliser Francais متقدرش ولى، برى، يخدم يحب كون   
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 [Since the French language is currently a MOI, I prefer English. If you want to go 
abroad to work or for other things, you cannot use French, you will need 
English].   
2. Female 2: 
Dubaï في. Partout والت parce que l'anglais .Francais على  L'anglais "نخير بعد أنا إيه              
 par exemple en Anglais.” 
[Me too I choose English as a MOI instead of French because English is 
everywhere. For example, communication in Dubai is in English].   
3. Female 1:  
“ كامل الخارج في  en Anglais.” [Abroad, everything is in English].  
 
The extracts above indicate that FMI was not useful for students and teachers to 
participate in the international world. English, therefore, was seen as an effective 
substitute to replace the French language because of its powerful international 
status and instrumental value for educational and professional success. An 
interesting argument among teachers in favour of implementing EMI is that even 
the French people publish in the English language, who are at the same time 
promoting researchers from former colonies to publish in French. Many teachers 
showed that from their experiences in conferences or training in France, they found 
the French themselves using the English language to participate in the international 
world. However, when these teachers go back to Algeria, they find that they are 
obliged to use the French language because of the previously mentioned linguistic, 
political and postcolonial reasons.  
Chapter 6 Attitudes towards MOIs and EMI in Algeria  278 
     
When checking statistics about the language used by the French people in 
publishing, it is found that publications in English in France has risen to 80%, while 
publications in French in France has dropped to less than 20% (Desrochers & 
Larivière, 2016).  French researchers, despite their protectionist perspective of their 
language and culture, are increasingly publishing in the English language to be 
involved in international academic relations and cooperation, as discussed in the 
second and third chapters. In the meantime, a protectionist approach is applied in 
their ex-colonies, where French has preserved its place for education and 
publication. Therefore, the ex-colonies have a great role for upholding French as a 
language of scientific publication. 
Students (21.9%) and teachers (10.2%) who disagreed with the implementation 
of EMI were very few. The main motives for their disagreement with EMI were 
linguistic. For some students, learning in English is challenging because English is a 
foreign language, incomprehensible and difficult. For few teachers, teaching in 
English is also challenging because their background is Francophone and their 
French skills are far better than their English skills. For these teachers, French is the 
common language in their surrounding environment and the language used to 
connect with the Francophone regions.  
Disagreement with the implementation of EMI also stems from the ideological 
reason for identity protection. Standard Arabic is symbolised as the mother 
language that should be the MOI, instead of English or French. As mentioned 
earlier, positive attitudes towards EMI are only for instrumental liberation, rather 
than linked to decolonisation. Decolonisation is related to Standard Arabic only. 
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Overall, the different representations of languages and their instrumental value 
influenced students and teachers’ attitudes towards the implementation of EMI. 
Other variables that have an influence on their attitudes are gender, age, university 
and educational level of students and teachers. The impact of these variables is 
examined in the following section.  
6.4.1 Intervening variables and attitudes towards EMI 
This section examines whether different intervening variables (such as gender, 
age, university, educational level, the language of answering) have an impact on 
students and teachers’ agreement with the implementation of EMI in scientific 
departments in Algerian universities. Inferential statistics analysis was used to test 
the impact of these intervening variables on participants’ attitudes.  
 Based on the results of normal distribution tests for both students’ and 
teachers’ data (see Appendix 37), Mann-Whitney test was used with variables that 
have two categories (e.g. gender, the language of answering and mode of 
answering). Whereas, Kruskal-Willis test was used for variables with more than two 
categories (university, age, educational level, years of teaching). Table ‎6.8 displays 
these tests and the results for each variable:  
 
 
 
 
 
 
Chapter 6 Attitudes towards MOIs and EMI in Algeria  280 
     
Table 6.8 The Impact of Intervening Variables on Participants’ Attitudes towards EMI 
Intervening 
variables   
Test  Results 
Teachers  Students  
Gender   Mann-
Whitney  
(U = 3.508, p=0.06) (U = 20,702.500, p=0.008) 
University Kruskal-
Wallis  
( (2) =2.030, p =0.36) (X
2 (2) = 9.924 and p= 0.007) 
 
Age Kruskal-
Wallis 
Paper-based (X2 (3) =2.91, 
p=0.40), online (X2 (3) 
=4.037, p= 0.26) 
(X2 (2) = 7.308, p= 0.03) 
 
Educational 
level 
Kruskal-
Wallis 
(X2 (2) = 0.52, p= 0.77) (X2 (5) = 7.37, p= 0.20) 
Languages 
of 
answering 
Mann-
Whitney 
U 
Standard Arabic (U 
=1,477.500, p=.89) 
French (U =1,678.500, 
p=.24) 
English (U =390.00, p=.04) 
 
Standard Arabic (U 
=1,975.500, p=.52) 
Darija (U =3,024.500, p=.07) 
French (U =11,321.000, 
p=.41) 
English (U =1,750.500, 
p=0.11) 
Mode on 
answering  
Mann-
Whitney 
(U =1.541.000, p=.27)  
 
Years of 
teaching 
Kruskal-
Wallis 
(X2 (3) = 7.45, p= 0.06) 
 
 
 
 
Table 6.8 reveals that the university, age, educational level, mode of answering 
and years of teaching of teachers did not have a statistically significant impact on 
teachers’ attitudes towards EMI because the p values for each variable were more 
than .05. In the same vein, there was no statistically significant difference between 
users and non-users of French and Standard Arabic among teachers. Whereas, 
teachers who used English (mean rank =77.35) were more likely to agree with the 
implementation of EMI than those who did not use it (mean rank = 57.66). This 
suggests, unsurprisingly, that having a good knowledge of the English language led 
teachers to agree with the implementation of EMI. 
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The educational level and language of response used by students did not have a 
statistically significant impact on their attitudes towards EMI. However, the 
university, gender and age of students had a statistically significant impact on their 
agreement with the implementation of EMI. Students of the University of Batna 
(mean rank =217.74) tended to agree with EMI more than students of the 
University of Oum El Bouaghi (mean rank=174.07). This substantiates the claim that 
English is more influential in central universities. At the same time, Arabic is more 
prominent in peripheral universities, as found and discussed in the previous section.  
Regarding students’ age, students aged between 25-34 (mean rank = 222.07) 
tended to agree with EMI more than students aged between 18-24 (mean rank 
=183.17). Older students were more likely to agree with the implementation of EMI 
because of their high level of education in which the English language is more 
required for research and study purposes. Whereas, younger students are still 
beginners at the university, where they are already facing challenges in studying 
through French. Therefore, they disagreed with any other foreign language even if it 
is English. 
Moreover, male students tended to agree with EMI more than female students. 
The reason for this is as demonstrated previously that many females in Algeria 
might have unlimited opportunities to study and travel abroad. Hence, female 
students tended to prefer French more than other languages as a MOI, as found in 
the previous section. French would give them a better social and instrumental 
position in the Algerian Francophone context.  
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6.4.2 Conclusion: Attitudes towards the implementation of EMI in 
Algeria  
This section answered one of the most important questions of this research on 
student and teacher attitudes towards EMI. Both quantitative and qualitative 
findings showed wide agreement with the implementation of EMI in scientific 
courses in Algerian universities. Most teachers, regardless of their age, university 
and gender, agreed with the implementation of EMI. However, students from the 
central University of Batna tended to agree more than students from the peripheral 
University of Oum El Bouaghi. The young or female students also tended to agree 
less than old or male students. It is, however, important to note that the nature of 
students and teachers’ views about EMI in this section are very different from their 
views about FMI in the previous section. Attitudes towards EMI are hypothetical, 
while attitudes towards FMI are based on student and teacher experiences with 
French being the MOI in their current education. 
The underlying reasons for this wide agreement with EMI stem from students 
and teachers’ need to integrate into the international, but not only Francophone 
world of academia, and achieve academic, professional success in this international 
world. These benefits were not perceived to be provided by French, despite being a 
European language that still holds its prestigious status -but only in Francophone 
ex-colonies. Teachers and students, therefore, believed that EMI would promote 
their integration with the international world because English, unlike French, is an 
international, dominant and a lingua franca. English was also viewed as the 
instrumentally liberating language from the constraints of learning in French. 
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Students viewed EMI as a useful means to hide their difficulties in the French 
language in front of their Francophone teachers and put them and their 
Francophone teachers on a linguistic level footing. EMI would free these students 
from the constant critique from their Francophone teachers for their low level in 
French and Arabophone background.  
Few participants disagreed with the implementation of EMI. Of those that did, 
some were teachers who had not international opportunities abroad, and found 
that French was more useful in their Francophone context in Algeria. The few 
students who disagreed with the implementation of EMI were influenced by the 
expected linguistic challenges of learning in a foreign language and limited sphere 
of English influence in the Algerian society.  
6.5 Conclusion: MOI in Algeria between FMI Imposed 
Realities and EMI Dreams  
This chapter examined discourses around MOI and EMI in three Algerian 
universities through the analysis of students’ and teachers’ perceptions and 
attitudes. The aim of examining the views of students and teachers about the 
current MOI is the uncertainty and controversial nature of the MOI in scientific 
courses in Algerian universities. Although Standard Arabic is the official MOI in all 
educational institutions in Algeria, French has remained the MOI in scientific 
courses because of linguistic and political reasons. French is, therefore, the de facto 
MOI in many departments, though this language might not be the only used 
language in actual language practices because of the multilingual and diverse 
languages in the Algerian linguistic landscape. Views and attitudes towards FMI and 
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EMI have been treated separately in this chapter. Views about FMI are based on the 
actual experience of students and teachers in FMI education, whereas the views 
about EMI are based on the hypothetical implementation of EMI in Algerian 
scientific departments.  
There was a common view among students and teachers that French is the 
official MOI in scientific courses in Algerian universities. At the same time, there was 
little knowledge about the current MOI policy. This assumption was a result of the 
Francophone nature of the inherited education system, Francophone resources and 
Francophone teachers. When students and teachers were asked about their 
satisfaction with FMI, there was a slightly higher level of satisfaction based on 
quantitative data. Accepting French being the MOI was not a choice because when 
students and teachers were given a choice, most of them did not choose the French 
language, but the English language. 
Moreover, the analysis of qualitative data showed a complex picture of 
“satisfaction”. Satisfaction with FMI was an obligatory rather than voluntary. Many 
students and teachers showed that there was not any other choice than to adapt 
and accommodate this imposed MOI because of the Francophone nature of the 
educational system, where French skills are maintained and highly valued. For 
instance, teachers were and are still educated and trained in the French language, 
although most of their students’ education before university was in Arabic. 
Teaching in French is considered prestigious and highly valued among students and 
teachers. The resources for teaching in scientific courses are also offered by the 
Algerian education system in the French language. These Francophone teaching 
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resources are usually imported from Francophone countries, particularly France.  All 
these reasons made teachers feel bounded with the French language, seen to 
provide a better professional and social status within the context of Algeria.    
Following the same path of these Francophone teachers, students feel confined 
to French as a MOI, which is the only means that can offer them better grades and 
more integration or acceptance in this Francophone world. There were still some 
students and teachers who explicitly opposed FMI because of the different 
problems they faced with this MOI. Arabophone students, whose education prior to 
university was in Arabic, struggle daily with learning and understanding from 
Francophone teachers. These teachers found less interaction from students when 
they teach using French. Not only this, students and teachers found FMI useless in 
terms of accessing resources or publishing in international journals. At the same 
time, FMI was also connected to the negative historical connotations of the French 
colonialism.  
This historical colonial and current impartial status of the French language led 
some students and teachers to prefer Standard Arabic instead because of its 
connection to national and cultural identity. There was a trend among some 
teachers (20.4%) and students (25.5%) who chose Standard Arabic as their 
preferred MOI, that all other MOIs should be considered only provisional and the 
original language that should be the MOI in all courses in Algeria is Standard Arabic. 
This is a view that has been widely endorsed after independence as a way to divorce 
from colonialism and its legacies. This language ideology and language planning did 
not entirely work in practice because of different political, postcolonial and practical 
Chapter 6 Attitudes towards MOIs and EMI in Algeria  286 
     
reasons. Other languages, such as Darija and Amazigh were overlooked as potential 
MOIs. Darija (Algerian Arabic) was not even considered as a language when 
compared to Standard Arabic. Amazigh was excluded because of the political nature 
of the Amazigh question in Algerian and diverse varieties of this language, that do 
not have yet unified writing system.   
The other variables that influenced students’ and teachers’ attitudes towards 
MOIs were their gender, educational level and university. Females tended to choose 
French as a MOI more than males, while males tended to choose English as a 
preferred MOI more than females. The same findings were depicted with students’ 
satisfaction with FMI. Females were more positive towards FMI than males. The 
reason behind this, as shown earlier, females are still bounded with the 
Francophone context in Algeria because of their limited chances to go abroad, 
hence they are still bounded with learning French.   
Students enrolled at a lower level of education tended to prefer Standard Arabic, 
while students enrolled at a higher level of education were more likely to prefer 
English as a MOI. Similarly, teachers with lower academic rank were more likely to 
prefer Standard Arabic as a MOI. The need for Standard Arabic among students and 
teachers at a low level of education is for understating purposes, while their need 
for English increases at a high level of education for research purposes. Standard 
Arabic was also more preferred in a peripheral university, while English was more 
preferred in a central university. Similar results were found regarding students’ 
attitudes towards EMI. Students from central university were more likely to agree 
with the implementation of EMI than students in a peripheral university. This 
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substantiates the claim that EMI is more influential and positively viewed in central 
universities than peripheral universities, where national or local languages are more 
promoted.  
To end with answering the main question of this research on attitudes towards 
EMI, there was a wide agreement with the implementation of EMI among both 
students and teachers. In the same vein, when students and teachers were given 
the choice between different languages as MOIs in their scientific departments, the 
English language was indisputably the most preferred MOI. Interestingly, teachers 
were more likely to agree with EMI than students. Although teachers benefit from 
the Francophone system they are working with, they felt left behind in an 
international world, where English is the main language. For these teachers, even 
French academics are publishing in the English language, hence they question their 
continuation of this Francophone system. The system that is found to be benefiting 
the Francophones with better professional and social statuses, while excluding 
other languages speakers particularly the Arabophones, particularly students. Their 
need for the English language made them unhappy with the limited offers and 
opportunities offered by the French language as opposed to the unlimited 
international and vast instrumental benefits offered by the English language.   
Students are still influenced by the Francophone education system where French 
is important for their success. Therefore, they were less likely to agree with their 
teachers on the desirability of EMI. Students from the central university, male and 
older students (i.e. those who have more capital already) tended to agree with the 
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implementation of EMI more than students from peripheral universities, female and 
younger students (i.e. those who already have less capital). 
For those students and teachers who agreed with the implementation of EMI, it 
was seen as a liberating tool from the linguistic hindrance caused by the 
Francophone education system. English, unlike French, is found useful because of 
its instrumental value, international and important position. Teachers, like students, 
considered English as a necessity for research, publication, teaching and integration 
with the international community. Students also viewed English as the language 
that liberates them from their difficulties in the French language and helps them to 
prove themselves in front of their Francophone teachers.  
Despite the common agreement with the implementation of EMI, these views 
remain only hypothetical and not based on the actual experience of teaching or 
studying in English, which might actually change all these views. English remains a 
foreign language for students and teachers, and its implementation might not be a 
straightforward process. In fact, these discourses about languages, MOIs and EMI 
are highly tangled and influenced by different political, ideological and instrumental 
forces. In reality, however, the language practices might show a different picture of 
the use of these languages. The next chapter analyses the actual language practices 
in classrooms in the three Algerian universities. 
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Chapter 7 Language Practices in Classrooms and 
University Settings 
7.1 Introduction  
This chapter analyses a series of classroom observations undertaken at three 
Algerian universities: The University of Annaba, the University of Batna and the 
University of Oum El Bouaghi.  It examines language practices in classrooms in these 
universities, where discussions about the implementation of English as a Medium of 
Instruction (EMI) are often based on the assumption that French is the (sole) 
medium of instruction in scientific courses. This assumption needs to be tested, not 
only to gain a better understanding of current language practices within Algerian 
classrooms, but also to enable informed hypotheses to be formulated about how 
the implementation of EMI might fit within these existing practices. The chapter is 
divided into three main sections. The first section provides a contextual background 
about the observed classrooms. The second section discusses the language 
practices of teachers and students in classrooms and the factors that influence 
these practices. The chapter concludes with final thoughts about the applicability of 
implementing EMI as a one-language policy within these existing practices.  
7.2 Contextual Background  
The classroom observations were conducted during the fieldwork of this study 
between March and May 2017 in 19 classrooms at: The University of Annaba, the 
University of Batna and the University of Oum El Bouaghi. Table 7.1 shows the 
subject areas taught in each classroom, and the type of lesson of these classrooms: 
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Table 7.1 Contextual Background about the Observed Classrooms  
Variables  Sub-variables Number of observed classrooms  
University  Annaba University 6 
Batna University 9 
Oum El Bouaghi University 4 
 Total  19 
Faculty  Sciences  3 
Engineering Sciences 1  
Earth Sciences  2 
Medicine  7 
Life and Natural Sciences  3  
Technology  1 
Sciences and Applied 
Sciences  
2  
Type of 
classroom  
Lecture  8 
Seminar  10 
 
As can be seen in Table 7.1, classroom observations were carried out in different 
scientific faculties. The medium of instruction (MOI) in these faculties is understood 
to be French. This MOI is not officially explicit, but it is widely and implicitly 
promoted by both the ministry and university administration. It is a continuation of 
the French-language education system which dates from the colonial period, as 
discussed in chapter 1. Nevertheless, the majority of students in these faculties 
share an Arabophone background because Standard Arabic has been implemented 
and used as a MOI in their education prior to university, though both Standard 
Arabic and its dialect Darija (or even Amazigh) were all used in their primary and 
secondary classrooms.  
French was only taught as a first foreign language for these students before 
university. However, the level of students in French might differ from one 
department to another. Students who are enrolled at the departments of pharmacy 
or medicine are usually among the top-rated students in the baccalaureate because 
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the entry requirements for these departments are usually high. For instance, the 
overall grade to be accepted onto a medicine or pharmacy course is at least 15/20 
and above (where the pass mark is 10/20) in the 2019 baccalaureate (the English 
equivalent of A levels, 15/20 would be an A grade). The students need to be 
excellent in all subjects, including French that have the coefficient of two for 
scientific baccalaureate in order to obtain 15/20 in the baccalaureate exam and be 
accepted in the departments of pharmacy or medicine. This grade 15/20 is among 
the highest grades for entry requirements compared to other scientific subject 
courses, such as material sciences (10/20), science and technology (10/20). This 
later grade (10/20) is also equivalent to the entry requirement for humanities 
subjects (MESRS, 18 June 2019). Therefore, the level of students in French in the 
departments of pharmacy or medicine is higher than the level of other students in 
other lower ranked departments. Most of these students are from middle- or 
upper-class families, where French is still maintained.  
The classroom observations were undertaken on different degree programmes. 
Most classrooms were for undergraduate students (f= 15, 79%), while classrooms of 
postgraduate students were only four (21%) because the enrolment in 
undergraduate degrees is higher than postgraduate degrees. Classrooms of 
undergraduate students range from first to third-year students.  
Another factor to consider in these classrooms is international students and their 
language background. In Algerian universities, almost all students are Algerians, 
hence they all share similar Arabophone background. However, there is a minority 
of international students from different countries. International students who study 
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in Algeria are only those students who came under international cooperation in 
which the Algerian government offer grants for these ‘foreign students’ coming 
mainly from Francophone African countries, such as Mali, Chad Niger or 
neighbouring countries, such as Western Sahara and Mauritania as well as from 
Arab countries, such as Palestine, Jordan and Yemen. Other international students, 
who are allowed to register in Algerian universities are international residents in 
Algeria. The number of these international students (n=12000) is considered a 
minority (0.69%) compared with the percentage of Algerian students (1.730.000) in 
2018 (An Nasr, 2018; El Massa, 2018).  
In the observed classrooms, international students were mainly from African 
Francophone countries, such as Guinea, Senegal, Chad and Mali, but there was also 
one student from an Anglophone country, Tanzania. International students, notably 
those from non-Francophone countries, usually have a one-year preparatory French 
course before they start their main university degree in order to have a comparable 
level with other Algerian students. Other international students from Francophone 
countries already have a good level in French. These differences in the linguistic 
background between international students and Algerian students have influenced 
teacher uses of languages in the classroom, as demonstrated later in this chapter.   
There were two types of classrooms, lecture and seminar, as demonstrated in 
Table 7.1. The lecture is labelled by the French term cours, and the seminar is called 
TD from the French name Travaux dirigés (seminar). The number of students in the 
classrooms varies. Lectures are usually delivered in amphitheatres when there is a 
large number of students, particularly at undergraduate level. Teachers tend to 
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deliver their lectures without much interaction with their students. Thus, the MOI is 
influenced by the teacher’s own choice of language, which is usually French.  
Lectures can also be delivered in a small classroom when there are few students. 
For instance, at the Department of Mechanical Engineering in the University of Oum 
El Bouaghi, there was a lecture with only nine undergraduate students (seven males 
and two female students). The reason for this low number of students is related to 
the subject, where there is not as high enrolment of students as in other subjects.  
The amphitheatres, where most lectures are delivered, are either found together 
in one building or placed separately apart from other departments in the university, 
as shown in Figures 7.1 and 7.2. Lectures from any department or subject can be 
given in these amphitheatres, but some faculties have their own amphitheatres. 
This differs from one university to another. The names of the amphitheatres are 
written in both Arabic and French, as shown in Figures 7.1 and 7.2:  
 
Figure 7.1 A photograph of an amphitheatre at the Faculty of Medicine and 
Pharmacy in the University of Annaba. 
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Figure 7.2 A photograph of three amphitheatres opposite the library at the Faculty 
of Sciences and Applied Sciences in the University of Oum El Bouaghi.  
 
Seminars are usually delivered in small classrooms, as displayed in Figure 7.3. In 
this latter case, the distance between teachers and their students is very close and 
the number of students is usually small. This often stimulates more interactions 
between students and their teacher. Thus, more languages are usually used and 
both students and teachers have an influence on the MOI and language practices in 
the classroom.  
 
Figure 7.3 A photograph of a seminar classroom at the Faculty of Applied Sciences 
in the University of Oum El Bouaghi.   
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Most teachers while teaching use either the blackboard or whiteboard, as 
displayed in the subsequent Figures 7.6 and 7.7. However, some teachers tend to 
rely on handouts, which are written in French and distributed during the lectures or 
given before the start of the lecture. Other teachers use PowerPoint presentations, 
videos and websites. This depends on the availability of the projector and internet 
in the classrooms, which were not found in many classrooms. These different 
teaching materials influence the language practices of teachers. 
Seminars in some subjects are taught in laboratories. Figure 7.4 shows one 
laboratory from the outside. These laboratories usually open only during the classes 
because they contain laboratory apparatus and equipment. In these laboratories, 
the interaction between students and their teacher is in a form of small groups or 
one-to-one discussion. Students are given individual spaces to work on their small 
machines (see Figure 7.5) or carry out chemical tests, therefore teachers tend to 
interact with them individually. Both individual students and their teachers 
influence the MOI and language practices in this kind of interaction.  
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Figure 7.4 A photograph of a laboratory at the Department of Electrical Engineering  
in the University of Batna. 
 
 
Figure 7.5 A photograph of an example of a student car designed machine taken at 
the Faculty of Sciences and Applied Sciences in the University of Oum El Bouaghi.  
 
The different contexts of the observed classrooms are important to understand 
the language practices in these classrooms. In these contexts, different factors 
might have an impact on these practices, including the type of classroom, teaching 
materials and the number, degree, subject or linguistic background of students. The 
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following sections discuss student and teacher use of languages and the influence of 
these factors on their language practices.   
7.3 Language Practices 
This section analyses language practices in classrooms at scientific departments 
in Algerian universities. The analysis discusses the functions of using different 
languages by teachers and students in their interactions, written materials, 
resources and research output. The analysis also shows the use of languages within 
the linguistic landscape of universities.   
In this section, the use of languages is discussed under three main categories, 
such as Arabic, French and English. The use of English by participants was easily 
differentiated from other languages in the speech of participants because of its 
distinct features from other languages in Algeria. French was also distinguished 
from other languages based on the following occasions of its occurrence 1) when 
participants, particularly teachers, use it for a long time, 2) when it was read directly 
from French documents, and 3) when the French version of the word was used 
rather than the Arabised version such as:  
1. Ntrasiw َوتَْراِسين  = French root tracer + Arabic word grammatical structure 
اوخططن   Nkhateto. [In English we trace or layout] 
2. Nvirifiw   ِوْ يِريِفيْنف  = French root verifier + Arabic word grammatical structure 
اوحققنت   ntahakeko. [in English we verify] 
3. Nzumiw   وْ وِميْنز  = French root zoomer + Arabic word grammatical structure 
 [nkabero. [ in English we zoom in  نكبروا
 
The above words belong to neither French nor Standard Arabic. Such Arabised 
French words are considered as part of Darija. Darija is a meeting point of French 
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and Modern Standard Arabic MSA. In classroom observations, Arabophone teachers 
tended to start with MSA then use Darija for the purposes of communication, while 
Francophone teachers tended to start with French then go to Darija for similar 
purposes. However, Darija is more connected to MSA than French. Darija originally 
derives from MSA but has been influenced by other languages from the colonial 
history (French) and the linguistic context of Algeria, including Amazigh. As shown in 
the below example, Darija does not have clear lines that distinguish it from 
Standard Arabic. The following phrase by a male teacher (Faculty of Earth Sciences, 
University of Annaba) shows Arabic words but spoken in an Algerian way (Darija) by 
modifying the structure and pronunciation of some words as follows: 
Phrase used by 
teacher  
Standard Arabic structure English translation  
  هذا واش نقصد بيه؟ 
ُ
ِصد
ْ
ي )ماذا أق
بهذا ؟( أعتز  What do I mean by 
this? 
 
In this chapter, teachers’ and students’ uses of both Standard Arabic and Darija 
are referred to the term Arabic because of their fluid uses together, which cannot 
be easily distinguished through note-taking only. However, MSA does not include 
the varieties and rich languages incorporated within Darija. When the use of MSA is 
clearly identified, particularly in participants’ writing, the term MSA is used on its 
own. The order of presenting languages in the following sections is based on the 
most to the least frequently used by both teachers and students. 
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7.3.1 Language practices of teachers    
French and Arabic are the most frequently used languages in teacher language 
practices. The use of French among teachers is slightly more than their use of 
Arabic. The use of French by teachers, unlike their use of Arabic, tends to be longer 
when they are lecturing. English is rarely used and only on very specific occasions. 
When comparing these findings with their previous perceptions of their own 
language use (see chapter 5), both students and teachers perceived that French is 
the most used language by teachers in the classroom. Darija was also perceived to 
be the second most used language. Standard Arabic and English were perceived as 
the lowest in use among teachers in the classrooms. Most teachers’ and students’ 
perceptions about the teachers’ classroom languages agree with their actual 
practices. Nevertheless, Standard Arabic was viewed as the least used language, 
which is in this chapter discussed together with Darija. 
In classroom observation, these differences in the use of languages among 
teachers are influenced by the functions of each language and other intervening 
variables, such as teaching materials, the degree, subject or linguistic background of 
students and the linguistic background of teachers as well as their multilingual or 
monolingual teaching strategies.    
7.3.1.1 Uses and functions of French by teachers   
The uses of French by teachers are restricted to the purposes of teaching formal 
knowledge. This purpose is called formal because it includes the use of French for 
formal purposes, such as 1) teaching materials, 2) formal delivery of lectures, and 3) 
scientific terminology. French is used for the formal planned explanation of the 
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different parts of lectures, where there are no interactions with students. Teachers 
also used French for asking or answering student questions. This usually happens 
during the formal delivery or explanation of the lecture. However, French is rarely 
used for the informal purposes of classroom management.  
Most teaching materials used by teachers originally exist in French because of 
their availability in the Algerian educational context. This in turn promotes the use 
of French in classrooms and restricts teachers to teach with these Francophone 
teaching materials, whether chosen by them or adopted from similar Francophone 
educational institutions. To exemplify the influence of Francophone teaching 
materials, a male teacher, in his biophysics class for second-year students at the 
Department of Pharmacy in the University of Batna, used in his lecture a video from 
the Biochemistry Laboratory in the Faculty of Medicine of Sfax in Tunisia. This video 
lasted for 15 minutes, in which a doctor was lecturing on “les macromolecules” 
using exclusively French. During and after the video, the teacher was explaining in 
French by relating to this video. In the same lecture, students were also given 
handouts of the lecture presentation, which were written in French. While he was 
presenting in this language, students were following him in the handouts.  
The use of French by teachers is also reflected in their writing in the blackboard 
or whiteboard. Figures 7.6, 7.7 and 7.8 show the typical blackboards with French 
writing in many scientific classrooms in Algerian universities. The two blackboards 
clearly display French writing, while the whiteboard contains numbers and French 
letters. The direction of writing also follows the French rather than Arabic way.   
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Figure 7.6 A photograph of a blackboard showing the use French only taken at the 
Faculty of Applied sciences in the University of Oum El Bouaghi. 
 
 
Figure 7.7 A photograph of a whiteboard taken at the Department of Electronic 
Engineering in the University of Batna.  
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Figure 7.8 A photograph of a blackboard showing the use French only taken at the 
Faculty of Applied Sciences in the University of Oum El Bouaghi.  
 
The use of French by teachers is not only influenced by the availability of French 
materials, but also by their own Francophone educational background. To illustrate 
this, a male teacher from the Department of Mechanical Engineering in the 
University of Oum El Bouaghi displayed his lecture in a pdf format written in French 
using a projector. Part of this lecture included his research project, as an example. 
The project was part of his fellowship in France. The teacher was reading in French 
from these French materials, while his students were following carefully and writing 
down the French sentences displayed in front of them.  
Most teachers in scientific courses had their postgraduate education or training 
in French whether in Algeria or France. Some teachers studied in other non-
Francophone countries, such as England, the USA, Russia or Jordan. Nevertheless, 
they were unable to teach in the language of their former education, even if it is 
English. For example, an Algerian female teacher from the Department of Pharmacy 
in the University of Batna who studied in English in Jordan found herself teaching in 
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French to adhere to the institutional expectations of her university where French is 
the working language. Despite teaching in French, her teaching materials in the 
classroom were mainly in English. The use of these English materials is valued by 
both teachers and students because of their originality and international aspect, as 
discussed in the previous chapter.  
According to this teacher, “teaching in French is considered prestigious for some 
teachers, but for me, it is mandatory because no one can understand English.” 
However, student understanding was not the only reason because students still 
struggle with French, as noticed during the classroom observations. Therefore, the 
use of French here is largely promoted by the education system, in which French is 
the norm. That is, the majority of teachers are Francophone and most available 
resources in the libraries are in French. In addition, these teachers often carry out 
their training in Francophone countries, where they can use their French linguistic 
skills. Even if most of the current students are Arabophone because of their former 
education, this education system is still reproducing a Francophone education, 
where only Francophone skilled students can proceed to a higher postgraduate 
level and get HE jobs.  
The subject field or department has also influenced teacher use of French. In 
subjects such as pharmacy and medicine, the use of French is greater than in other 
subjects. As explained earlier, these departments are usually considered as highly 
ranked with top-rated students, who had high grades in their high school subjects 
including French. For instance, a female teacher, at the Department of Pharmacy in 
the University of Annaba, delivered the whole lecture solely in French. Even when 
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students asked for more explanation because they did not understand the content 
due to the difficulty of the language, she used French while giving examples for 
clarification. Nevertheless, she also used Arabic for some words to attract the 
attention of her students, such as “look with me here = شوفو معايا”, and “so what do 
we have here = تسما عندنا”. Therefore, a French-only classroom hardly exists. 
Teachers’ use of French varies based on the level of the degree course. 
Undergraduate students usually influence their teacher to use less French and more 
Arabic for explanations. Undergraduate students are unfamiliar with French as a 
MOI because they have just finished their high school in Arabic. Whereas 
postgraduate students are more acquainted with French because these students 
acquired this language through the course of their studies and/or because students 
who really struggle with French at undergraduate level are unlikely to continue to 
postgraduate study. Thus, teachers in their classrooms use French more often. For 
instance, a male teacher used French differently in two classrooms with different 
degrees of students, such as third-year undergraduate students and postgraduate 
students at the Department of Pharmacy in the University of Annaba.  
In the first undergraduate classroom, the teacher used French for delivering the 
lecture and sometimes included Arabic for explanation. In the postgraduate 
classroom, the same teacher used mainly French and rarely used Arabic.  Even his 
postgraduate students tended to speak and participate in French more often than 
other undergraduate students in the first classroom. The proficiency of students in 
French is high in postgraduate degrees as a result of favouring more Francophone 
students as students progress through BA, MA and PhD. 
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The multilingual or monolingual teaching strategies of teachers influenced their 
uses of French in classrooms. Some teachers restrict the exclusive use of French in 
classrooms. For instance, a male teacher from the Department of Material Sciences 
in the University of Batna used mainly French in his classroom, though his students 
were first-year and still unfamiliar with this language.  The type of this classroom 
was a seminar, where there were more interactions and need for using Arabic with 
these undergraduate students, yet he chose to only use French.   
According to this teacher, students should be exposed to French, so they can 
acquire it. This teacher is originally from the Kabyle region and French is his first 
language along with Kabyle (Amazigh). This also perhaps explains why he was less 
likely to use Arabic than other teachers. Nonetheless, the instant interaction and 
questions from students led him to use some Arabic words for explaining or 
attracting student attention to the blackboard, as follows:    
 Here =هنا  
 Or= وال 
 This = ذيه  
 We write it Ka and the other we write it K2 = K2 نكتبوها ولوخرا  Ka نكتبو  
The presence of international students, particularly students from Francophone 
countries also influenced teacher use of French. This variable was not very common 
because international students were not found in all classrooms. Teachers used 
French more often, when there were students in their class from Francophone 
countries. For example, in a chemistry class at the Department of Material Sciences 
in the University of Annaba, there were five international students from Guinea, 
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Senegal and Mali. In these countries, French remains dominant at all levels of 
education. The teacher in this classroom used French solely when talking to these 
international students individually. Whereas, he used Arabic when talking to 
Algerian students individually. When he was talking to everyone, he used French 
solely.  
A similar situation was found in another class in the Department of Geology at 
the University of Annaba, where there was one international student from 
Tanzania. Although the language background of this student was Anglophone, the 
teacher used French only with this student because French is the lingua franca for 
both of them. The teacher here, unlike in the above classroom, incorporated Arabic 
when talking to all students. In an interview with this Tanzanian student he said the 
following:  
Tanzanian student: most of them [teachers] speak French but because I am the 
only foreign student. I have already talked to them and we have been talking 
that sometimes they have to use Arabic so to make others understand.  
I asked: and how do you deal with the?  
Tanzanian student replied: I am OK because the teacher explains first everything 
in French and then uses Arabic to make others understand, so now it is OK for 
me. 
 
As shown in the above extract from the interview, there was an agreement (after 
discussion) between this international student and his teachers to use Arabic in 
order to explain for other Algerian Arabophone students, as long as the teacher 
then went on to explain the same point in French. The use of Arabic here might be 
also because of the low number of international students in the classroom 
(“because I am the only foreign student”).  
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7.3.1.2 Uses and functions of Arabic by teachers   
As discussed earlier, Arabic is used less often than French among teachers in the 
classrooms. The use of Arabic by teachers was mainly for informal purposes, such as 
managing the classroom, explaining or discussing and other informal talks with 
students. The most common function of using Arabic by teachers is classroom 
management. Arabic was widely used by teachers for giving instructions about time 
management and the structure of the lecture and exercises. To exemplify this, a 
male teacher from the Department of Mechanical Engineering in the University of 
Oum El Bouaghi at the end of his class gave his students the following instructions 
on solving the final exercise: “You should solve this exercise and bring it next week 
as a homework=   ب و تجيبوهجاتحوله كو  exercise هذا” 
In this example, the teacher used Arabic because he wanted to ensure that his 
students understood the instruction about solving the exercise. Similarly, 
teachers used Arabic for emphasising, signposting or attracting the attention of 
students, as illustrated in the following examples:  
1. Male teacher, Department of Geology, Faculty of Earth Sciences, University 
of Annaba 
  
 مليح إشفاو   = Make sure you remember this! (emphasising) 
 بيه نقصدو واش هذا  = What do we mean by this is … (attracting student 
attention) 
 مليح فرقو  = Distinguish between these accurately (emphasising) 
 
2. Male teacher, Department of Pharmacy, Faculty of Medicine, 
University of Annaba  
 
 شوفو bien =  Look carefully (emphasising and signposting) 
 وهلة أول من هنا نالحظ واش  = What can we see here from the first 
observation? (signposting and attracting student attention) 
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3. Female teacher, Department of Biology, Faculty of Life and Natural 
Sciences, University of Batna  
 
 كلما هاذ من زدنا كلما … = The more we add from this, the more… 
(emphasising and signposting)  
 
 Other signposting words, such as  
 هنايا، هنا = Here 
 هاهو = Here it is 
 عندنا هنا  = Here we have 
 هاذو  = These 
 هكذا = Like this 
 
Other classroom management functions for using Arabic include checking the 
understanding of students or asking them questions. In the process of explaining or 
delivering the lecture in French, teachers usually pause to ensure that students are 
following and understanding using Arabic as follows:  
 نورمال كلشي  = Is everything OK?  
 مافهمتوش وال فهمتو  = Have you understood this or not? 
 متفاهمين = Are we clear about this? 
 واشهيا فاهمين  = Do you understand what is this? 
In the same vein, when teachers asked students questions, they used Arabic to 
ensure that students understood and could respond to their questions. For 
instance, teachers used questions, such as:  
 ؟la distance نجبدو كيفاه  = How to measure the distance? 
 يعني؟ واش  = What does it mean?  
 يكون؟ قداه هنا الُسمك  = How much would be the thickness here?  
 ماتسمعوش؟ = Can you hear properly?  
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Teachers also used Arabic to make orders to students (e.g. asking students to 
keep quiet) or praise them (e.g. باراك هللا فيك = may God bless you). The use of Arabic 
was not only for the above purposes of managing the classroom, but also for 
knowledge explanation. This includes explaining or answering student questions, 
translating difficult French words and giving examples. Teachers often explain 
different French sentences or words by translating them into Arabic. For example, a 
male chemistry teacher from the Department of Geology in the University of 
Annaba while lecturing in French language said “pour ne pas souffrir de séchage” (in 
order not to suffer from drying out). He then gave the translation of this sentence in 
Arabic as follows: باش ماتموتش من الجفاف.   
In this classroom, the teacher tended to use French because there was an 
international student from Tanzania. Nonetheless, he used Arabic to translate and 
clarify meaning for Algerian students, or to attract their attention, as demonstrated 
in the previous section.  In the discussion phase, the students’ constant use of 
Arabic led the teacher to reply in the same language. However, when the Tanzanian 
student talked to the teacher in French, he replied in this language for all purposes 
of communication. Therefore, the presence of international students lessened 
teacher use of Arabic, while increasing their use of French as found earlier. The use 
of Arabic by teachers to translate and clarify French is usually shorter than a 
sentence, as shown below:   
1. Teacher translation French→ Standard Arabic:  
 La masse effective →la masse الفعالة (male teacher, Department of 
Physics, University of Annaba). 
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 La pression→ الضغط (male teacher, Department of Mechanical 
Engineering, University of Oum El Bouaghi). 
 Sable→ الرمل (male teacher, Department of Architecture, 
University of Oum El Bouaghi).  
The use of Arabic to give examples for explanation is illustrated by a male 
teacher form the Department of Architecture in the University of Oum El Bouaghi, 
who gave a real-world example of making Algerian sweets to explain the method of 
manufacturing a concrete mould, as shown below:  
Moule de béton (الطابع تاع القاتو  (مثل… = The concrete mould is just like sweet 
mould…  
In this classroom, the teacher allowed the use of Arabic. This teacher in an 
interview further reinforced his multilingual style of teaching.  According to him, 
“we need to use Arabic because our main aim is to teach science not language and 
because students’ level in French is low.” This multilingual approach influenced his 
use of Arabic in the classroom, unlike teachers who endorse the exclusive use of 
French as discussed earlier. 
The last function of the use of Arabic by teachers was for informal talking with 
students. Teachers used the language of students, such as Arabic to build social and 
close connections with them using 1) beginning and end of class talks and 2) other 
informal talks beyond the subject matter. 
The writings of teachers in the backboard or whiteboard are usually in French as 
shown previously in Figures 7.6, 7.7 and 7.8. Some teachers, however, included 
Standard Arabic even in their writing for explanation. For instance, Figure 7.9 shows 
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that the teacher’s main writing is in French, in which Standard Arabic is also 
integrated. Although this consists of symbols and numbers only, the main script is 
written in French direction left-to-right rather than Standard Arabic direction right-
to-left. French is used for scientific symbols (such as α: Alpha, β: Beta, Ζ, i) and 
Standard Arabic for written texts, such as  
 حل ت = The solution for the exercise  
 حل المعادلة = The solution for the equation 
 منه = So 
  ي
ز
  By compensation in = بالتعويض ف
 بالجمع = By combining  
 
 
Figure 7.9 A photograph of a blackboard with both French and Standard Arabic at 
the Department of Materials Sciences in the University of Oum El Bouaghi.  
Overall, the main purposes of using Arabic by teachers are informal, such as 
managing the classroom and informal explanation or discussion with students. The 
factors that influenced the use of Arabic included the Arabophone background of 
students and their low level in French. Teachers, despite their Francophone 
background, were obliged to use Arabic as a means for explanation, particularly 
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when there were more interactions with students. The presence of international 
students lessened teachers’ use of Arabic. Yet, the indirect pressures from Algerian 
students through their constant use of Arabic influenced teachers to use these 
languages. Teachers’ multilingual teaching strategy also allowed the use of Arabic in 
the classroom.   
7.3.1.3 Uses and functions of English by teachers   
English was rarely used by teachers during classroom observations. However, 
there were few instances of using English for the formal purposes of teaching 
formal knowledge. This can be found in the delivery of lectures using English 
teaching materials or scientific English terminology. Different factors influenced the 
use of English among teachers, such as their educational background, subject and 
the availability or instrumental benefits for using English materials within and 
beyond the classrooms.    
The ability of using English teaching materials depends on the teacher’s 
educational background and subject. For example, a female teacher in her lecture 
on “guidelines for pharmacists” at the Department of Pharmacy in the University of 
Batna displayed these guidelines online in English. However, while she was reading 
the guidelines in English, she was explaining and translating them into French. This 
teacher was able to read English because she has an Anglophone educational 
background abroad. 
 Other Francophone teachers who used English materials tended to provide 
translation directly. For instance, a female teacher at the Department of Biology in 
the University of Batna displayed a video in English on the biological processes (such 
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as identity, patterns of identity …etc.). While these processes were delivered in 
English in the video, the teacher translated and explained them directly into French.  
Using these English teaching materials is considered as an advantage for teachers 
because they allow them to access the latest information about their subject. For 
them, these English teaching materials are the new updated source of knowledge, 
hence their use is not only a privilege but also necessary. For instance, a male 
teacher from the Department of Mathematics and Computer Science in the 
University of Oum El Bouaghi used English resources to teach the process of 
designing internet sites and PDF files. These processes are believed to be much 
more updated and available in English, which influenced the teacher to show every 
step for designing internet sites or PDF files in English (such as OK, cancel, accept 
and dismiss). However, the explanation and lecturing of this teacher were in French 
and Arabic. 
The use of English among teachers is considered as an advantage because of not 
only the availability of international resources, but also the instrumental benefits of 
using this language beyond the classroom. For teachers, English is mandatory to get 
acceptance in conferences and publications not only internationally but also within 
their universities, where there are some bottom-up initiatives to use English for 
publication purposes. For instance, Figure 7.10 shows calls for papers, hosted by the 
University of Batna, where the required language is English.  
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Figure 7.10 A photograph of two posters of call for paper in English taken at the 
Faculty of Technology in the University of Batna.    
 
The need to publish in English and integrate within the international academia 
led some teachers, likewise students, to publish their research output in English, 
including PhD theses, publications and posters, despite the linguistic difficulties. As 
found from discussions with these teachers, some of them use translation or 
proofreading services to publish in English. Other teachers who have an Anglophone 
background and education find it easier to publish in English, but for most teachers 
this is challenging, time and money consuming.  
The trend of publishing in English has not only influenced teachers and students, 
but also reached the top levels of universities. For instance, the University of Oum El 
Bouaghi has launched their journal entitled the Journal of New Technology and 
Materials (JNTM), which publishes only in English. Figure 7.11 and 7.12 show 
posters of information about the Journal and a copy of the Journal.  
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Figure 7.11 A photograph of posters about a journal published in English by the 
University of Oum El Bouaghi, 2017.  
 
Figure 7.12 A photograph of two examples of journal issues published in English by 
the University of Oum El Bouaghi. 
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The uses of English by teachers are limited to formal functions of teaching 
knowledge in the classroom and for publications or conferences beyond the 
classroom. There have not been any instances of using English for classroom 
management or other informal communication with students. Teachers often use 
English along with translation to clarify meaning for students. The use of English is 
influenced by the importance and availability of updated English materials. Yet, its 
use was highly valued among teachers because of its international status and 
instrumental benefits. Teachers might be becoming more Anglophone because 
even the Francophone world is becoming more Anglophone. The ability to use 
English depends on the subject, linguistic and educational background of teachers.  
7.3.2 Language practices of students    
The use of Arabic by students, unlike teachers, was found to be greater than 
their use of French. However, students, like teachers, rarely use English in their 
classroom interactions. When comparing these actual uses to participants’ 
perceptions of the current classroom languages discussed in chapter 5, teachers 
stated that students used Darija more than French in the classrooms, which is in 
fact depicted in the actual language practices. However, students believed that 
their use of French was greater than their use of Darija in the classroom. Students 
here might be trying to show that they are able to use French, despite their 
Arabophone educational background. The use of English among students in the 
classroom was also perceived to be low, which was also observed during the 
classroom observations. Both students and teachers believed that Standard Arabic 
is rarely used by students compared with Darija. Both of these languages (Standard 
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Arabic and Darija) are discussed together as Arabic in this chapter because it was 
difficult to separate between the two using only note-taking during the classroom 
observation. These languages practices of students and factors influencing them are 
further discussed in this section.  
7.3.2.1 Uses and functions of Arabic by students    
The main function of using Arabic for students is learning or understanding 
knowledge, through informal discussions with their peers or teachers. Students also 
used Arabic for all other informal communications. The use of Arabic by students 
was hampered by their teacher because some teachers restricted their students to 
use only French, while others were more flexible and allowed the use of other 
languages. Thus, students with these teachers interact with their peers and 
teachers more often because of their ability to use Arabic.   
The main purpose of using Arabic by students was for student-student discussion 
of exercises or lecture content, though numbers and scientific terminology were 
uttered in French. Student-teacher discussions were also carried out in Arabic, 
which includes answering and asking teachers or discussing with them. The 
following examples show students question to their teacher in Arabic including 
French for scientific words:  
1. Example of student use of Arabic, Department of Biology, Faculty of Life and 
Natural Sciences, University of Batna:  
 Original form Arabic/Darija → French 
هاذ ستخدمو نقدرو أستاذة   Cellulaire  ؟              
 Translation: 
Teacher, are we able to use this cell?  
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 The use of Arabic by students led teachers to respond in the same language. For 
instance, a male teacher from the Department of Architecture in the University of 
Oum El Bouaghi while discussing with their students in French, he asked them:   
 Est-ce qu'il y a des questions ? = Are there any questions?  
Students here asked their questions in Arabic and the teacher responded in the 
same language. Students speak in Arabic because they can express themselves 
better in this language. Whereas, teachers were obliged to use Arabic to ensure 
that students understand and can communicate during informal discussion. Another 
function of using Arabic by students was for informal and social talks. For instance, 
student social talks in the classroom were often in Arabic. Social talks include 
general conversations between students beyond their subject. Students, like 
teachers, at the beginning and end of the class tended to use Arabic for socialising 
and building personal relations. 
Overall, the uses Arabic by students were for learning and understanding 
knowledge through discussions with their teachers or peers. Students tended to use 
Arabic more often than their teachers because of their Arabophone background and 
difficulties in using French. While undergraduate students tended to use Arabic 
more often, postgraduate students tended to use French more often because of 
their developed skills in French, as discussed in the upcoming section.  
7.3.2.2 Uses and functions of French by students  
The uses of French by students were mainly for formal purposes of learning 
knowledge delivered in this language. This includes scientific terminology, their 
writing materials and short formal discussion with teachers. The degree and subject 
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of students influenced the frequency of using French among students, yet most 
students struggled to use French at the level of writing and speaking.    
The most frequent uses of the French language by students were for learning 
scientific terminology (such as acide, CH3, la diffraction, la construction, technique, 
dynamic, gas). This scientific terminology was given in French in their studying 
materials or their teacher teaching materials.  French was also used by students for 
short formal discussion with their teachers. The use of French tended to decrease in 
informal and longer conversations, where Arabic was the main used language 
between teachers and students.   
Another formal purpose of using French by students was in their studying 
materials. Students were writing in French what is presented and taught in this 
language, even if they did not fully understand it. For instance, in a chemistry class 
at the Department of Geology in the University of Annaba, students were writing in 
French what their teacher was explaining. At the same time, they were asking each 
other for the correct word and spelling. Similarly, in a biochemistry classroom at the 
Department of Pharmacy in the University of Batna, a student was writing on the 
blackboard what her teacher was dictating. However, her teacher was correcting 
her writing and spelling, while other students were following them and writing in 
French in their notebooks.  
The writing materials and homework of students were often required in French, 
despite the difficulties they showed in writing in this language. While few teachers 
allowed their students to use Arabic in their homework, some teachers used 
strategies to help their students to overcome this language problem. For instance, a 
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male teacher at the Faculty of Sciences and Applied Sciences in the University of 
Oum El Bouaghi asked his students to handwrite their homework “to learn and 
remember both language and content”. While this teacher focused on both the 
content and language, other teachers gave importance to the content more than 
the language.  
The degree and subject of students influenced the frequency of using this 
language. Postgraduate students used French in formal discussion with their 
teachers more often than undergraduate students. For instance, fifth-year students 
at the Department of Pharmacy in the University of Batna used French fluently and 
more often than other students in lower grades. Most of their questions, responses 
and participation with their teacher were in French, while Arabic was used in very 
rare situations.  
As shown earlier, in some departments, such as pharmacy and medicine, which 
are mainly found in central universities, students are required to use French 
because these departments are highly ranked and students accepted usually have a 
high level in French. This in turn influences student frequency of using this 
language. Students in these departments used French more often than in other 
departments. Nevertheless, undergraduate students in these subjects still used 
French less often because of their rudimentary skills. For instance, first-year 
students at the Department of Pharmacy in the University of Annaba in their 
Biophysics class were using French for scientific terms only and Arabic for all 
purposes of learning knowledge and informal talks.  
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Regardless of the degree and subject of students, most students showed 
difficulties when using French or in understanding content delivered in French. For 
example, students in many classrooms asked their teachers in Arabic to repeat the 
same point multiple times for better understanding. Students have also shown 
difficulty in understanding their teacher instruction in French. They tended to ask 
each other for translation and clarification. Students were also actively listening to 
their teachers and repeating some French scientific words to memorise them.  
 Students struggled to use French when discussing with their teachers. For 
instance, in a third-year classroom at the Department of Pharmacy in the University 
of Batna, a female student could not express her ideas fully and ask a question in 
French to her teachers. The question format was very short and consisted of only 
French keywords. Other students avoided speaking in French and used Arabic or 
even body language (like nodding their heads) to express their agreement. Some 
students even avoided participation because of the lack of their rudimentary skills 
in French or feeling ashamed by making mistakes. These are noticed from the 
classroom observation and demonstrated from students in the focus groups or 
general discussions.  
Overall, the use of French by students was low compared to teacher use. This is 
not surprising because the educational background of students was in Arabic. The 
purposes of using French among students were only for formal learning of 
knowledge delivered in French. This includes scientific terminology, writing 
materials and very short formalHi discussion with their teachers. The frequency of 
using French among students is influenced by their degree and subject. French was 
Chapter 7 Language Practices in Classrooms and University Settings  322 
     
found as an obstacle for most students in terms of speaking, understanding and 
expressing their ideas.  
7.3.2.3 Uses and functions of English by students  
The frequency of using English by students, like teachers, is very low in classroom 
interactions. However, students use English for formal learning and production of 
knowledge and some informal social talks. Different factors promote the use of 
English among students, such as the availability and inevitability of English 
resources within or beyond the subject. Students, like teachers, used English for 
scientific terminology in the classroom, particularly in computer sciences. Their use 
of English was influenced by their teacher’s use of English teaching materials, as 
shown earlier. Interestingly, students used English in their knowledge production. 
For instance, a research club of students and their teacher at the Department of 
Material Sciences in the University of Oum El Bouaghi organised an event in the 
National Science Day on the 16th of April 2017. During this event, posters of 
students were in French, Arabic and English, as shown in Figure 7.13.   
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Figure 7.13 A photograph of student posters in an event at the Department of 
Material Sciences in the University of Oum El Bouaghi. 
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The use of English by students in the poster in Figure 7.13 was based on their choice 
and in agreement with their teachers. According to one of the organising students, 
“students are allowed to use French, English or Arabic as long as they have skills in 
this language.” This might reflect the recognition of multilingualism in the 
department. However, teachers were obliged to allow students to use Arabic in 
such informal events, as it is the language of their Arabophone background. 
Besides, this event was not for formal teaching or assessment, but it was organised 
by a club that is independent from the department. Therefore, many students used 
Arabic in their posters in this event. Other students used French because it is the 
current MOI and the language of their teacher background, who also participated in 
this event. The use of English by students was because of the availability of English 
materials and research that helped them to design posters, as reported by the 
organising student. Using English was found to be widely valued among students 
and teachers because they viewed English as the language of science and 
internationalisation, as discussed in the former chapters.  
Some students chose to write their theses in English despite the linguistic challenge, 
their Arabophone background and Francophone education. Figure 7.14 shows a 
magister thesis, found in the library of Oum El Bouaghi, which is written in English. I 
also found a postgraduate female student at the department of Pharmacy in the 
University of Batna doing her final year thesis in English. This student was allowed 
to use English under the condition of finding a supervisor whose educational or 
linguistic backgrounds were Anglophone. Yet, most students use French as the 
language of their research output, while writing the thesis in English was not 
common because of the lack of proficiency in this language and lack of English 
proficient supervisors. In an interview with the head of the Department Of Physics, 
he said, “we stopped allowing students to do their dissertations in English to stop 
plagiarism because there are not many teachers to correct and oversee this 
process.”  
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Figure 7.14 A student thesis in English at the department of physics in the University 
of Oum El Bouaghi. 
 
Students also used English for informal talks with their peers. For instance, a 
group of students at the Department of Pharmacy in the University Batna were 
discussing an exercise together in Arabic. Then, a student used English, not to refer 
to subject-related terminology as his teachers did, but to interact with his peers, by 
saying the following sentence:   
  .haya) move on move on” = Come on move on move on) هيا“ .1
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Students used English even in their informal interactions, which was not very 
common. Whereas teachers used English only for formal teaching of knowledge. 
This might be because teacher’s use of English is motivated by their subject. 
Whereas, the use of English by students stems from other sources as well (e.g. the 
internet, TV).  
7.3.2.4 The languages of library resources   
The library resources available for students in scientific subjects were mostly in 
French. Some libraries also offer resources in Arabic or even in English depending 
on the subject.  For instance, in the library of the University of Oum El Bouaghi, 
books of scientific subjects (e.g. mathematical analysis) were organised and 
separated by themes in different languages, such as French and Arabic, as shown in 
Figure 7.15. Similarly, the library of the Department of Material Sciences at the 
University of Batna offered two library catalogues of resources in two languages: 
Arabic and French, as shown in Figure 7.16.  
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Figure 7.15 Two photographs of resources in French and Arabic for the same course 
in the library of Oum El Bouaghi University. 
 
Figure 7.16 Two photographs of library catalogues in French and Arabic in the 
library of the Faculty of Material Sciences at the University of Batna. 
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English books were very few in these libraries. Hence, they were usually placed with 
French books, as shown in Figure 7.17. From my discussions with a librarian at the 
University of Oum El Bouaghi (March 2017), the number of English books for 
scientific courses is only 340 out of the total number of 43,037 books in the library. 
This indicates that the percentage (0.79%) of books available to students in English 
is very low (personal communication, March 2017). Nevertheless, students and 
teachers still have online exposure to a wide range of up-to-date English resources.   
 
Figure 7.17 Two photographs showing scientific books in English placed with 
scientific books in French at the library of the University of Oum El Bouaghi, 2017.  
 
Students have a wider range of books in French in their libraries, which obliges 
them to study in this language. Yet, students used different strategies while reading 
these resources to understand the content. The photograph in Figure 7.18 shows 
how students used their pencils and wrote Arabic translations for some key 
scientific terms in the book. Even if most resources are provided in French to 
promote the use of French among students, these latter find out ways to 
incorporate their own linguistic background.  
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Figure 7.18 A photograph showing student use of Arabic in the library book. 
 
7.4 Conclusion  
The French inherited MOI policy stipulates the use of French-only as the MOI in 
scientific courses in Algerian universities. At the same time, students and teachers 
call for the implementation of EMI, as shown in Chapter 6. However, these 
ideologically charged discourses about languages are far from reality on the ground 
where teachers and students make practical choices of using languages based on 
the availability of materials, their linguistic background, and skills.  
From a policy perspective, French is the conventional and inherited MOI in 
scientific courses in Algerian universities dated back to the colonial era. It continues 
to be widely believed if not acknowledged that scientific courses can only be taught 
in a European language, such as French. However, the analysis of classroom 
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observations and language practices in three Algerian universities shows that 
language practices are multilingual and cannot be reduced to a monolingual (FMI) 
policy. Students are found struggling daily with the use of a monolingual FMI. 
Therefore, they and their teachers use different languages and strategies to achieve 
the aim of teaching and learning.  
The linguistic challenges of students to understand or use French do not only 
disprove the current monolingual French MOI policy, but also the potential 
implementation of EMI as one-language policy. French has already been used in 
Algeria for a very long period during the colonial and postcolonial era. However, 
students, particularly today’s generations who are mostly Arabophone, are 
struggling within this Francophone MOI. Teachers and students used languages in a 
fluid and natural manner for communicating and achieving the aim of everyday 
teaching or learning. This is happening without taking into consideration the policy 
instructions and ideological discourses about languages that are presented in their 
attitudes, as discussed in chapter 6.  
Teachers used French more than Arabic and English. The use of French by 
teachers was mainly for formal teaching of knowledge. The frequency of using 
French among teachers was widely influenced by different factors, such as 1) French 
as the mainstream MOI, 2) the availability of teaching materials, 3) the degree, 
subject or linguistic background of students and 4) the linguistic background of 
teachers. The constant interactions with students whose linguistic background is 
Arabophone, required teachers to use Arabic. Thus, a monolingual classroom, 
where French is exclusively used hardly exists.  
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Arabic was used by teachers mainly for informal management of the classroom, 
informal explanation or discussion with students and other informal talks. The 
presence of international students decreased teacher use of Arabic, whilst 
promoting their use of French. Teachers’ uses of French and Arabic were also 
influenced by their teaching strategy on what language should be used in the 
classroom. English was used by teachers for formal purposes of teaching 
knowledge. This use was influenced by the need of English materials for teaching a 
particular subject or new advanced research, which are not available in French. 
However, the access and ability to use these English materials depend on the 
teacher’s educational and linguistic background.   
Regarding students, their classroom interactions were mainly in Arabic because 
of their Arabophone background. Hence, the functions of using Arabic were for 
informal learning and understanding. The use of French by students was lower than 
their teacher use. The function of using French, however, was mainly for learning 
formal knowledge delivered in French. The frequency of using French varies based 
on the degree and subject of students. However, most students struggle with 
French in terms of writing, understanding and speaking. Like teachers, student use 
of English was infrequent in their classroom interactions. Their low use of English 
was influenced by the availability and inevitability of English resources within and 
beyond their subject. The library resources available for students were mainly in 
French. Some of them were in Arabic and very few in English. Regardless of the 
language of the resources, students used their pencils to translate and understand 
foreign resources. 
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Overall, classrooms are featured with fluid, rich and multilingual practices. This is 
what is called translanguaging. According to García (2009, p. 140), translanguaging 
is “the act performed by bilinguals of accessing different linguistic features or 
various modes of what are described as autonomous languages, in order to 
maximize communicative potential.”  This act describes very well what students and 
teachers do within their classroom to communicate, deliver (or understand for 
students) the lecture, manage the classroom, and make personal relations. These 
students and teachers share a linguistic repertoire of different languages. This 
linguistic repertoire, in which languages coexist, is used to make meaning and 
communicate within the daily process of learning and teaching. The fact that 
disproves the current monolingual MOI French because students are struggling with 
this language and teachers are hardly trying to balance between their own and their 
student linguistic background. Therefore, the implementation of EMI as a 
monolingual policy is likewise challenging because of the multilingual practices in 
classrooms in Algerian universities. A comprehensive and all-inclusive 
understanding of the translanguaging nature of classrooms is needed before any 
attempts of implementing a monolingual policy, regardless of the reputation and 
international status of the language.  
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Chapter 8 Discussion and Conclusion 
8.1 Summary of the Findings 
This study aimed to investigate the current discourses and attitudes of students 
and teachers towards EMI, as well as their language practices more broadly, in 
scientific courses in Algerian universities, where EMI is often talked about but not 
officially implemented. Examining the language practices enabled me to test the 
assumption that French is actually used as a MOI in classrooms and to evaluate the 
potential implementation of EMI in these classrooms.   
The study revealed that although French is generally assumed to be the MOI, 
there is evident desire for it to be replaced by English. Therefore, the findings 
showed common positive attitudes towards the implementation of EMI in Algerian 
universities. English is highly demanded because of its instrumental and integrative 
benefits. It is seen as a powerful tool to be liberated from the colonial and linguistic 
constraints of French. Attitudes towards Arabic as a MOI are less positive than 
those towards English, although Arabic was considered the ‘authentic’ MOI because 
both English and French were seen foreign and a continuation of imperialism. 
Amazigh and Darija were excluded and ignored as MOIs in scientific education. My 
respondents did not consider Amazigh a valid MOI, while they felt that Darija was 
not even a proper language. 
These politicised and ideological discourses about languages and MOIs, are not 
clearly reflected in the actual language use in classrooms. The students and 
teachers use their linguistic repertoire to communicate and fulfil their everyday 
goals of learning or teaching. While the teachers tend to use French more often, the 
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students use Arabic more often under the influence of their linguistic background, 
teaching and studying resources. Students and teachers use a variety of languages 
to communicate and connect. Thus, the actual language practice in the classroom 
did not display the selection of one language, but it was clear that both students 
and teachers made use of their multilingual repertoires to communicate without 
taking much attention to the language discourses and attitudes towards the used 
languages. This fluid use of languages to convey meaning can be best described as 
translanguaging. Therefore, the potential implementation of EMI as a monolingual 
policy would lead to a similar scenario of multilingual practices, where even English 
might not be exclusively used due to its weak status compared to the status of 
French.  
Accordingly, I recommended the introduction of translanguaging in the policy-
making process because students and teachers regardless of the current 
monolingual MOI policy, are using their multilingual repertoire to interact fluidly 
with each other and achieve their main aim of teaching or studying the subject 
matter. This approach can be categorised under the multilingual model of EMI 
proposed by Macaro (2018). However, the task of adding English to the current 
multilingual practices of students and teachers might be a hard one because the 
status of English is still weak in Algeria and English is considered as only a foreign 
language. Based on the findings of my study, English is even rarely used in the 
classroom compared to other languages (French and Arabic).  
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8.2 Discussion of the findings  
8.2.1 Language attitudes of students and teachers 
8.2.1.1 EMI aspirations and FMI inevitable policy  
Most students and teachers showed common positive attitudes towards the 
introduction of EMI in Algerian universities for instrumental and integrative 
reasons, such as achieving academic success through English and integrating into 
the international world. English was seen as a powerful tool to eliminate the 
colonial and linguistic constraints caused by French, since English was considered 
more powerful than other languages. 
This positive instrumental image of EMI is similarly depicted in most contexts: 
whether postcolonial e.g. Rwanda (Tabaro, 2015) or Pakistan (Channa et al., 2016) 
or even non-postcolonial contexts, such as Spain (Banks, 2018), Turkey (Macaro & 
Akincioglu, 2018) and Thailand (Hengsadeekul et al., 2014) in addition to both 
settings in secondary and HE education (Macaro, 2018). However, these different 
EMI contexts, when compared to Algeria, have similarities and differences regarding 
the status of EMI and English based on their historical, linguistic and political 
distinctions. 
In the postcolonial context of Rwanda, which is like Algeria a non-former British 
colony, Tabaro (2015) linked the motivations behind using EMI to both instrumental 
and integrative benefits of English for students and the country. Yet, Rwanda has 
also other political and economic motives behind implementing English, such as the 
return of exiled Rwandans from neighbouring former British colonies and joining 
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the East African Community in 2007 and the British Commonwealth of Nations in 
2009.  
In the postcolonial context of Pakistan, EMI also holds a positive image due to its 
instrumental and integrative benefits (Channa et al., 2016). Nevertheless, In 
Pakistan, English has a colonial legacy and a stronger status because it was a former 
British colony. Additionally, MOI in Pakistan, in contrast with Algeria, is based on the 
type of schoolings: public or private. EMI is adopted in private or armed forces 
schools but not in public schools, although English is the MOI in all universities 
(Coleman & Capstick, 2012, p. 15). EMI is, therefore, more accessible in Pakistan 
through private institutions, despite creating social inequalities. In Algeria, however, 
all universities are public, and the MOI is regulated by the government policy.   
Looking specifically at the context of Algeria, therefore, underlined the 
importance of the specificities of implementing EMI in a country where there is 
already a MOI that is not a first language, and where this MOI is the former colonial 
language. Unlike the previous contexts, EMI in Algeria has not been implemented 
and only talked about among some government officials, students and teachers. 
Hence, the positive attitudes towards EMI were based on hypothetical aspirations 
unlike the attitudes towards other MOIs, such as French and Arabic, which were at 
least experienced by students and teachers in their previous or current education.  
The quantitative results showed a balance between satisfaction and 
dissatisfaction with French being the current MOI. Qualitatively, the satisfaction 
with FMI was linked to the mandated reality of the Francophone nature of the 
Algerian scientific HE system and Francophone background of the majority of 
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teachers. Some students and teachers were not satisfied with FMI because of the 
perceived ineffectiveness of French in the academic world, the linguistic challenges 
for Arabophone students studying in Francophone classrooms and the colonial and 
imperial status of French in Algeria. These attitudes towards FMI compared with 
those towards English found in my study are in line with Bouhmama and Dendane’s 
(2018) small-scale study on the attitudes of 78 first year students in an Algerian 
university, where English was preferred among students to replace French.  
On the other hand, Benrabah (2007), in his attitudinal investigation in 2004 of 
secondary school Algerian students, showed that these students were not in favour 
of replacing French by English, rather they were more inclined towards multilingual 
choices. Nevertheless, English for these secondary school students is not as 
important as for university students in my study. Additionally, the students in 
Benrabah’s study in 2004 did not have the same internet access as students in my 
study carried out in 2017, where technology and the internet are much more 
expanded. Hence, this new generation might be more connected to English than the 
earlier generation.  
Unlike the previous Benrabah’s study, studies in recent years showed similar 
results as demonstrated by my study. For instance, in Belmihoub’s study (2018, p. 
165) on language attitudes in Algeria, teaching English was commonly favoured 
among students, who considered English as “a vehicle of economic opportunity and 
knowledge acquisition.” In my study, EMI was often compared with FMI and based 
on its powerful position, instrumental and international benefits, it was favoured 
among students and teachers. Whereas, FMI was often criticised not only because 
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of its perceived uselessness in scientific courses but also because of its colonial 
status and linguistic challenges for students.   
8.2.1.2 MSA, Amazigh and Darija as MOIs 
The attitudes towards Modern Standard Arabic (MSA) as a MOI were less 
positive than those towards English, though Standard Arabic was considered by 
some participants the ‘true’ MOI because both English and French were believed to 
be a continuation of imperialism. MSA, though is not widely used in everyday life, is 
identified by its symbolic value because of its connection to cultural, linguistic, 
ethnolinguistic and national identity. Nevertheless, students and teachers selected 
MSA less frequently as a MOI because they preferred English for its instrumental 
benefits in the academic world. Similarly, Bouhmama & Dendane (2018) showed 
that MSA is not widely preferred for teaching sciences in Tlemcen University in 
Algeria.  
The attitudes towards Amazigh were bounded with the ethnolinguistic, regional, 
cultural, national or linguistic identity of Algerians. However, there was a linguistic 
unfamiliarity with this language in central and more Arabophone oriented regions. 
Amazigh was excluded from being a MOI in scientific courses in Algeria. This 
underestimation of using Amazigh in education was acknowledged by Aitsiselmi 
(2012) who showed that the controversial use of Amazigh as a MOI in the Algerian 
education system is a result of the uncoded writing system of this language. 
Benrabah (2005, 2007) likewise confirms the low preference of Amazigh and Darija 
as MOIs among secondary school students because these languages are seen as low 
varieties compared to other languages in Algeria. However, I also found that the 
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linguistic unfamiliarity and low level of proficiency in Amazigh could be other 
reasons for their low regard of this language as a MOI. In my study, the few positive 
attitudes towards Amazigh were more common in Amazigh regions, such as Batna 
where Amazigh was much spoken and more preserved. This is in line with 
Belmihoub’s (2018) study where there was a correlation between speakers of 
Amazigh and their preference for the inclusion of this language in education. Having 
a low proficiency in Amazigh has an impact on students and teachers’ choice of 
excluding this language from education.    
The attitudes towards Darija (Algerian Arabic) are ambivalent because it was 
connected to Algerian identity and belonging, at the same time was devalued and 
not considered a language or a MOI when compared to Standard Arabic. These 
attitudes towards Darija go in line with Belmihoub’s (2018) findings that Darija was 
ignored for inclusion in Algerian education. In my study, the importance of Darija for 
communicating, understanding and teaching was still acknowledged among 
students and teachers.  
8.2.1.3 Factors influencing student and teacher attitudes towards MOIs 
In my study, different variables were examined in relation to attitudes towards 
languages, EMI and MOIs in Algeria. It was found that students satisfied with FMI 
were slightly more than satisfied teachers, while the number of teachers who 
agreed with the implementation of EMI was slightly higher than that of students. 
The finding might seem surprising because teachers master French more than 
students do. They might better be understood as students seeing themselves as 
bounded with French, the only means to succeed in HE in science and technology 
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subjects, and a language with enduring prestige as a marker of social status. This 
necessity of French imposed by its position in education in former French colonies is 
comparable with the necessity of English in former British colonies, a posi on that 
was demonstrated by Ng g  in his wri ng in 1986. For him, English, as a former 
colonial language, was promoted at the expense of local languages in all former 
British colonies.  
Due to a similar privilege given to French in the context of Algeria, students in my 
study were confined to choosing French being a source of success and privilege, 
which in turn contributed to reproducing FMI over generations. On the contrary, 
teachers found that their French skills were not useful in the international academic 
world, where English is more prioritised. For these teachers, publishing in French is 
not anymore valued as they found that even the French researchers are publishing 
in English. It is quite striking that whilst there is an increasing move away from 
publishing in French towards publishing in English in science and technology 
subjects in French universities, in former French colonies, a greater degree of 
publishing in French persists, because of the linguistic challenges for scholars to 
publish in English. Therefore, the ex-colonies are found to play a significant role in 
upholding French as a language of scientific publication. 
Although most teachers agreed with EMI, older teachers aged between (55–64) 
were less likely to choose English as the preferred MOI. This old generation 
teachers, as explained previously, are mostly Francophone because of their French 
education background, which makes teaching through French easier for them. 
Similarly, studies (Dafouz, 2018; Dearden & Macaro, 2016; Jensen & Thøgersen, 
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2011) support the idea that the younger generation of teachers tend to be more 
positive about EMI than the older generation. Dearden and Macaro (2016) likewise 
depict that older teachers find difficulties to teach in another language other than 
their home languages.  
Older students aged between 25–34 tend to agree with EMI more than younger 
students aged between 18–24. Besides, undergraduate students were less likely to 
prefer English as a MOI, while students enrolled in master’s degree, PhD, Doctor of 
Medicine and Doctor of Pharmacy were more likely to prefer English as MOI. The 
younger students, who are often doing their first bachelor’s degree, are still 
beginners and already struggling with FMI. These students have just finished their 
Baccalaureate degrees in Arabic. Therefore, Arabic was more preferred as a MOI by 
students enrolled at a lower level of education as well as teachers with lower 
academic rank for understanding reasons. In postgraduate studies, the need for 
English increases because at this level students pursue more academic research, 
where English plays an essential role. These differences between different levels of 
students and their views about EMI are in line with some studies in other EMI 
contexts, where English has already arrived. For instance, Bolton and Kuteeva’s 
(2012) survey on English in a Swedish university demonstrates a higher perceived 
use of English among postgraduate students compared with undergraduates.  
Another significant finding was related to the differences between male and 
female participants in terms of their preferences of MOIs. Male students tended to 
prefer EMI more than female students, while female students tended to choose 
French as the preferred MOI more than male students. In addition, female teachers 
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and students were more satisfied with the current FMI than male teachers and 
students. This finding contrasts with some of the previous literature on EMI. For 
instance, Macaro and Akincioglu’s (2018) EMI study in Turkey showed that females 
tend to be more positive about the instrumental and linguistic benefits of EMI. 
Hengsadeekul et al. (2014) study on EMI in Thailand likewise reinforced that 
females were more likely to prefer EMI courses. Rubagumya’s (2009) study on EMI 
in Tanzania further confirms these positive views among females compared to 
males, which was explained in terms of prestige.   
The differences between the results of my study and these other EMI studies can 
be explained by the linguistic and postcolonial differences between Algeria and 
these non-Francophone contexts where English holds the prestigious roles and 
functions of French in Algeria. Benrabah’s (2007) survey study in Algeria depicts 
similar gender differences to my findings, probably because of the shared context. 
Benrabah (2007) argued that female students preferred French over English 
because of the prestigious status of the French language. Based on my research, I 
would argue that females are still bounded with the Francophone context in Algeria 
because of their limited chances to go abroad, where English may be more useful. 
French is thus seen as the route to prestige and more instrumental and social 
benefits inside Algeria.   
Moreover, students from the central University of Batna tend to agree with EMI 
more than students from the peripheral University of Oum El Bouaghi. Students 
from the peripheral University of Oum El Bouaghi were more likely to prefer 
Standard Arabic as a MOI than students from the central University of Batna. 
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Ramaswami et al. (2012) reported that English in Algeria is mostly found in urban 
cities (central), which in turn have an impact on attitudes as well as practices of this 
language, if implemented as a MOI. Such differences between the types of 
institutions have not been dealt with before (Macaro, 2018), particularly in terms of 
the centre and periphery distinction. Existing accounts (e.g. Macaro & Akincioglu, 
2018; Macaro, 2018) demonstrated a difference between private and state 
universities. Students in private universities were more positive about EMI than 
those in public universities, which can be related to the “positive and fruitful 
environment” found in the former (Macaro, 2018, p. 122). This environment is often 
featured in central universities in Algeria, as opposed to peripheral universities.  
8.2.2 Language practices  
Language practices of students and teachers in the classrooms shows very 
different results that were not reflected in the politicised and ideological discourses 
or attitudes towards languages in Algeria. The aim of students and teachers in the 
classrooms was to communicate effectively and achieve their goal of teaching or 
studying at the end of the day. Students and teachers made use of their multilingual 
repertoires to convey meaning. These multilingual practices work against the 
implementation of any monolingual policy, whether the current French or English as 
a potential MOI. This is in line with the existing accounts that acknowledge the 
multilingual practices of students and teachers in EMI classrooms (Chang, 2019; 
Kagwesage, 2013; Sah & Li, 2018) and in Algerian scientific FMI classrooms 
(Amorouayach, 2009; Cortier, Kaaboub, Kherra, & Benaoum, 2013; Seddiki, 2015).  
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When comparing the context of Algeria to other EMI contexts, it is common that 
using different languages is a shared feature among settings where teaching is 
through a foreign language be it French or English. This is in line with Tabaro’s 
(2015) and Kagwesage’s (2013) investigation of EMI classrooms in HE in Rwanda, 
where multilingual practices were found inevitable and were adopted by students 
to cope and interact with academic tasks. Even in a context where English is deeply 
integrated such as the Gulf, English was not solely used and there remains a need 
for the use of Arabic for understanding reasons (Belhiah & Elhami, 2014). Similarly, 
Sah and Li (2018) showed similar use of L1 (Nepali language) in Nepali schools, 
where English is supposed to be the MOI, because of linguistic challenges and lack 
of resources and preparation for EMI education. Chang (2019) further 
conceptualised these multilingual practices under the phenomenon 
Translanguaging in the context of Taiwan HE, where teachers use Taiwanese and 
Chinese alongside English as well as other semiotic means in classrooms.  
These multilingual practices and use of the first language (L1) can be influenced 
by different variables and factors. In my study, Algerian teachers at postgraduate 
level or top-rated departments tend to use French (L2) more often because of the 
students’ high proficiency in French. In an EMI context, Macaro et al. (2018) found 
fewer instances of L1 use in Chinese University, which was possibly justified by the 
high level of students in English. However, this does not only mean that the level of 
students in French (or in English in the EMI context) increased at higher levels of 
education. Rather, it can be interpreted as demonstrating that those students with 
a pre-existing high level of French skills were already at an advantage in continuing 
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their studies beyond the undergraduate level, or being accepted into top-rated 
departments, while students with lower French skills were progressively excluded 
as studies became more advanced and/or prestigious. This further contributes to 
social inequality whether in EMI or FMI contexts.  
Furthermore, these top-rated departments (Pharmacy and Medicine) can be 
often found in central universities of Annaba and Batna in Algeria. In these settings, 
the use of French was found more common in classrooms. Likewise, Amorouayach 
(2009) observation of Algiers University, central and Francophone region, showed 
that teachers used mainly French in their lectures and only a few young teachers 
used Arabic. Whereas, Seddiki’s (2015) observation of biology classrooms in the 
University of Ouargla, peripheral and Arabophone region, acknowledged teachers’ 
use of Arabic in the classroom. In EMI studies, the differences between centre and 
periphery in terms of the expansion of EMI were similarly depicted by Costa & 
Coleman, (2013, p. 7) study on EMI and internationalisation of Universities in Italy 
where “the South falls well behind the North and Centre.” 
In my study, the language background of students and teachers was another 
influential factor that had an impact on the use of L1 in the observed classrooms. 
Teachers tend to use French more than Arabic for formal purposes of delivering the 
knowledge obtained from their Francophone teaching materials. The Francophone 
education background, inherited Francophone teaching resources and 
infrastructure of the system stimulated the use of French among these teachers. 
Other variables that also influenced teachers’ use of French included the presence 
of international Francophone students and subject or degree of students.  
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However, teachers also used Arabic for managing the classroom, explaining or 
discussing and for other informal talks with students. In the same vein, Seddiki’s 
(2015) observation of Algerian biology classrooms showed similar uses of Arabic, 
but she further classified teachers’ use of Arabic into: Standard Arabic for 
clarification and translation of scientific terms, while Darija for attracting students’ 
attention.  
The Arabophone background of students promoted their constant use of Arabic, 
which was more than their use of French and more than teachers’ use of Arabic. 
This finding is in line with Amorouayach (2009) and Cortier et al. (2013) studies on 
FMI in Algeria that showed students’ multilingual practices and use of Arabic 
because of the challenges they face to understand, write or speak in French. The 
students’ use of French, however, was found increasing in high degrees or highly 
ranked subjects. Nevertheless, the use of French among most students was 
restricted to scientific terminology, writing formal materials and short formal 
discussion with their teachers.  
Based on the findings of my study, English was used in some specific rare 
situations, for example when English resources were the only sources available and 
therefore became unavoidable for teaching the subject matter. For the majority, 
English was not often practised in classrooms nor taught to all students and 
teachers. Students and teachers voluntarily produced research outputs (theses, 
articles and posters) in English for instrumental benefits or because of the 
availability of English resources. Using English has a social capital which was once 
the preserve of French in Algeria. This too can be seen as contributing towards 
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widening social inequalities. To speak English fluently requires significant 
investment in time and money and therefore remains the preserve of the elites and 
the privileged.  
The positive image of EMI in Algeria is a result of aspirations and unrealistic 
expectations about what might be achieved by promoting English at the expense of 
French in Algerian HE, where even the de facto MOI French is not exclusively used 
in classrooms. In other EMI contexts, the exclusive use of English in EMI classrooms 
is also neither acknowledged, nor found effective, as confirmed by the recent 
Oxford University Press position paper (Chalmers, 2019). Furthermore, Macaro 
(2018) in his book English Medium Instruction concluded from several previous 
studies (Tian & Macaro, 2012; Lee & Macaro, 2013; Zhao & Macaro, 2016) that the 
use of L1 has an effective role to facilitate learning and understanding whether for 
beginners or advanced students. At the same time, the evidence on the 
effectiveness of EMI on improving both content and language learning is still 
obscure, as discussed in Chapter 2 (Macaro, 2018; Macaro et al., 2018).  
Accordingly, the introduction of EMI as a way to teach only in English instead of 
French would not be a realistic objective because students and teachers, despite 
their positive attitudes towards English, are likely to continue to use their entire 
linguistic repertoire to communicate meaning, a practice that has been termed 
translanguaging. This practice can be a useful educational tool for teaching foreign 
languages or in EMI education settings in particular (Wei, 2018). Indeed, the main 
aim of students and teachers in classrooms is to achieve the goals of learning or 
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teaching processes through what García (2009) calls maximising “communicative 
potential.” 
Although French is supposed to be the only MOI in scientific courses in Algerian 
universities, translanguaging is not only the current status quo, but also a means 
used by students and teachers to convey meaning and communicate effectively. 
Therefore, the model of EMI implying the use of English only might lead to the same 
results of teachers and student’s resistance to this monolingual policy and resort to 
their available linguistic resources to fulfil their aim of teaching or studying. 
Therefore, translanguaging can be considered an inevitable feature of classrooms of 
multilingual contexts, yet it can also be used as a means for teaching in these 
contexts or integrated within existing EMI models that are demonstrated by Macaro 
(2018). 
As discussed in Chapter 2, these models follow different procedures for the 
application of EMI. While the Selection Model allows only students, who master 
English to enrol in EMI courses, the Preparatory Year Model is based on training and 
preparing students for one year to be able to proceed to their EMI course. The 
Concurrent Support Model might be more inclusive as it allows all students to enrol 
into EMI courses with the condition of satisfying content knowledge requirements. 
The Multilingual Model can be integrated with any of the above models by allowing 
the use of L1 (Macaro, 2018).  
In the Algerian context, the current approach followed in teaching through 
French (FMI) in scientific courses can be placed under the Concurrent Support 
Model because all students can enrol in scientific FMI courses with the condition of 
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satisfying the required overall score in the final secondary exam Baccalaureate. 
Some departments also offer sessions of French language support for students, as 
shown in Chapter 1. Besides, the principles of the Selection Model are also found in 
Algerian universities, although students are not selected based on their French level 
directly. Rather, students with lower grades in the French language can get a low 
overall grade, which might not allow them to pursue some prestigious FMI courses, 
such as Medicine or Pharmacy. Even if they secure a place in FMI courses, they find 
it difficult to cope or continue their postgraduate degrees. Hence, only those 
students who master French have the privilege to study high prestigious FMI 
courses or pursue their FMI postgraduate courses.  
If EMI is to be introduced in Algeria, what would be the most successful model is 
a hard-unpredictable future considering the highly politicised nature of the 
language policy and context in Algeria. However, based on the finding of my 
research, the Multilingual Model would be more suitable because this is what 
teachers and students are actually doing in classrooms, despite the imposed current 
monolingual model. The problem, however, might arise for international students 
who might not be able to understand home languages, as argued by Macaro (2018). 
The fact that is already happening in the current FMI classrooms in Algerian 
scientific courses, where Algerian teachers and students use Arabic (a home 
language) for facilitating understanding, which is not understood by international 
students.  
As discussed in Chapter 7, teachers and these international students seem to be 
aware of these challenges and are trying to cope through explaining the same point 
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to all students in French and then using Arabic for those Algerian students who did 
not understand. The number of international students is also very low in Algeria and 
even some of them come from Anglophone or Arabophone countries, who are 
already struggling with FMI in Algeria. EMI would be, therefore, an advantage for 
them, although they might find difficulties with other Algerian languages. However, 
it is important to carry out further research on the success of translanguaging and 
the Multilingual EMI Model, when implemented as an official policy, which is now 
considered a current status quo.  
Currently, there are already some short- or medium-term strategies, which are 
put in place by the former Minister of Higher Education and Scientific Research 
Tayeb Bouzid, for enhancing the status of English in Algeria in order to prepare for 
the potential implementation of EMI, as discussed in Chapter 1. English is also 
already taught as an additional module, so students can benefit from its use for 
scientific and research purposes. There is, therefore, already a gradual transition 
towards English, yet this is not a constant situation because of the influence of the 
politicised nature of the Algerian context. With the new appointed Minister of 
Higher Education and Scientific Research Chems Eddine Chitour, these strategies 
might be fostered or frozen depending on his political orientations. However, it is 
very important to know that the actual presence of English in Algeria is very low and 
even with short- and medium-term strategies, it might be difficult to make it 
accessible to everyone in Algeria, since French, despite its long history in Algeria, is 
still creating difficulties for learners. Hence, the application of EMI might be even 
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harder, although it is positively viewed and widely demanded by students and 
teachers, as depicted in the findings of my study.   
8.3 Implications  
8.3.1 Implications for theory 
According to Macaro (2018, p. 290), the existing accounts on EMI are “largely 
piecemeal and localized.” The expansion of EMI in the world is still understood from 
the narrow perspective of separate geographical regions. This study created a new 
framework for EMI theory, which contributes to our understanding of the expansion 
of EMI in the world from a broader perspective. The framework, which I called the 
Spectrum Model of the Expansion of EMI, combined the perspective of World 
Englishes on the expansion of English worldwide with postcolonial, linguistic, 
historical and development features of the countries concerned. This model 
extends our knowledge that the introduction of EMI in the world is not uniform and 
can be shaped by different factors in the country where it will be adopted. The 
effects of these factors necessitate the need to study EMI contextually and to take 
into serious account the postcolonial, linguistic and development features of the 
countries concerned. 
The findings of this study also indicate differences between the language 
practices across different universities in Algeria. These differences are influenced by 
the linguistic profiles and the ‘periphery’ and ‘centre’ features of the universities. 
Even within the same university, different variables, such as gender, age, education 
level and linguistic background, influenced language attitudes and practices. Hence, 
universities cannot be grouped under the same umbrella when investigating EMI.  
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In terms of methodological contribution, the differences between the language 
attitudes and practices were witnessed only because I employed different 
quantitative and qualitative methods and included different stakeholders (students 
and teachers). Using interviews, questionnaires or classroom observation separately 
can only provide insights into one aspect of EMI. Thus, combining and comparing 
the different aspects of EMI (attitudes and practices) in this study demonstrated the 
importance of triangulating data from different methods and sources for gaining a 
deeper and valid understanding of the status or the potential introduction of EMI in 
a particular context.  
8.3.2 Implications for policy and practice 
In Briggs, Dearden and Macaro’s (2018, p. 674) comparative study of EMI in 27 
countries, the authors argued that the introduction of EMI in these countries 
whether in HE or secondary schools, lacked well-defined policies and “thorough 
institutional stakeholder discussion.” This study has offered an investigation of the 
potential implementation of EMI in Algerian HE from different perspectives, 
particularly the practices and attitudes of teachers and studies. The findings of this 
study have the potential to be valuable for current policy-makers who are keen to 
implement EMI in Algeria. As shown in chapter 1, different policies have been 
announced in order to improve the status of English in Algerian universities and 
produce plans for introducing EMI.  
Based on the findings of this study, it is recommended that any plan for 
implementing EMI needs to be generated from a longitudinal analysis and 
investigation of the current situation of language practices and the linguistic 
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landscape of universities in Algeria. The positive attitudes and demands from the 
bottom-up for EMI policy are not enough to pursue the planning and introduction 
of English in Algerian universities because positive attitudes towards English are not 
necessarily reflected in its actual use and practices. It is recommended to 
acknowledge the multilingual and translanguaging practices in universities in the 
planning process of any language policy, whether FMI or EMI. MOI as a monolingual 
policy is neither practised in classrooms nor found effective for the learning process.   
The implementation of EMI as a monolingual policy in Algeria would not be 
realistic in the actual context where even the assumed monolingual FMI is not 
practised. The students and teachers were using their linguistic repertoire based on 
their background and available resources to communicate. For this reason, any MOI 
to be implemented in the future or the perusal of the current MOI needs to be 
based on the linguistic profile of universities and the differences between the 
linguistic background of students and teachers. The MOI policies need to be flexible 
in terms of language use in the classroom, where not only the named national or 
official languages are allowed but also other language varieties that can be more 
helpful for the learning process. 
A further implication for MOI policy in Algeria is concerned with the differences 
between universities. The current distinctions made between universities (such as 
east, west and centre) do not represent all the differences among universities in 
Algeria. The universities in Algeria are different in terms of their linguistic make-up 
and ‘periphery’ or ‘centre’ status. There are Arabophone, Francophone, or 
Amzighophone universities where the language practices and attitudes differ from 
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one university to another. Additionally, centre universities have more resources and 
international students or teachers that are stimulating the use of French, unlike 
periphery universities where home languages are preferred and practised to a 
greater degree.  
Finally, this study demonstrated that the linguistic background of students is 
mainly Arabophone because of their Arabophone education prior to university, 
while teachers’ background is more Francophone. University teachers need to be 
aware of the causes of these differences to avoid blaming students for their low 
level in French and in their education more broadly. It is, therefore, suggested that 
teachers embrace the linguistic differences of their students and understand the 
influence of their linguistic background in order to create an effective environment 
for the learning process.    
8.4 Limitations and Recommendations for Further 
Research  
I am fully aware that “no study is perfect. That fact is a reality of life” (Beins, 
2012, p.98). Hence, there are some limitations to the current study. One limitation 
might stem from the inability to conduct interviews and questionnaires with policy-
makers and gaining access to policy documents. This would have enabled me to 
better understand the top-down perspective regarding the implementation of EMI 
or other MOIs in Algeria. Another limitation was the inability to record any of the 
classroom observations and some interviews and focus groups. As shown in the 
methodology chapter, these participants did not agree to be recorded, hence I used 
note-taking instead. The languages used in the classrooms were also reported using 
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note-taking, which meant that a quantifiable analysis of the occurrences of L1 and 
other languages was not undertaken. I was not able to distinguish between the oral 
uses of Standard Arabic and Darija since I used only note-taking during the 
classroom observations. While this might be due to the fluid uses and 
interconnected roots of both Standard Arabic and Darija, the audio recording might 
be a useful tool for making a confident judgment about each use of both languages. 
This limitation might influence the validity of the results. However, I attempted to 
use different strategies (further details in the methodology chapter) during the 
classroom observation in order to be able to capture all kinds of information and 
language uses in the observed classes. 
Although three universities were used in the study in order to include different 
linguistic and periphery and centre variations, Algeria is a big country with more 
variations than can be captured in one single study. Some universities can show 
different results regarding the attitudes towards languages and MOIs in the Kabyle 
region, where the Amazigh language is widely maintained or in the Sahara region, 
where Arabic is much more preserved. Therefore, further research would add 
important complementary findings if conducted in these regions. 
Building upon this research, I would recommend that future research compare 
the attitudes towards EMI in scientific courses and in humanities fields. It is also 
recommended to investigate and compare the attitudes towards EMI in Algeria at 
different educational levels. In their study comparing the views of secondary and HE 
teachers on EMI in 27 countries, Briggs, Dearden and Macaro (2018) found that 
secondary school teachers were more positive about the benefits of EMI than HE 
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teachers. These differences in the Algerian context might be reversed because 
students and teachers in HE might need English for internationalisation, research 
and other instrumental benefits more than students and teachers at lower levels of 
education where French or Arabic are more important and prominent in the 
Algerian context. Therefore, it is recommended that future research examines the 
differences between students and teachers at HE and secondary or primary schools 
as well as the practices of languages in these classrooms.  
Finally, this research found that students and teachers face many challenges with 
FMI in the current scientific classrooms in Algerian universities. Therefore, they 
resorted to different strategies to cope with these difficulties through using their 
multilingual linguistic repertoire more fluidly, i.e. translanguaging. The fact that can 
be considered a current state of quo. It is, therefore, recommended that future 
research examines the success of the actual implementation of translanguaging as a 
model of teaching in these scientific courses in Algerian universities.  
 357 
 
References 
Abid-Houcine, S. (2007). Enseignement et éducation en langues étrangères en 
Algérie: la compétition entre le français et l’anglais [Teaching and education in 
foreign languages in Algeria: the competition between English and French]. 
Droit et Cultures, 54, 143–156. Retrieved from 
http://journals.openedition.org/droitcultures/1860 
Abongdia, J. F. A., & Willans, F. (2014). The position of English globally and 
nationally: A comparison of Cameroon and Vanuatu. Current Issues in 
Language Planning, 15(1), 57–74. 
https://doi.org/10.1080/14664208.2013.801062 
Abu-Haidar, F. (2000). Arabisation in Algeria. International Journal of Francophone 
Studies, 3(3), 151–163.  
Adams, J., Khan, H.T. A., Raeside, R. & White, D. (2007). Research methods for 
graduate business and social science students. London: Sage. 
Adebile, R. (2011). Language policy and planning for education in Cameroon and 
Nigeria. Academic Leadership Journal, 9(2). Retrieved from 
https://scholars.fhsu.edu/alj/vol9/iss2/22 
Adegbite, W. (2003). Enlightenment and attitudes of the Nigerian elite on the roles 
of languages in Nigeria. Language, Culture and Curriculum, 16(2), 185–196. 
https://doi.org/10.1080/07908310308666667 
Aditiany, S. (2016). The influence of French colonialism on Vietnam’s culture. 
International Journal of Applied Business and Economic Research, 14(2), 761–
771. 
Aguilar, M. (2017). Engineering lecturers’ views on CLIL and EMI. International 
Journal of Bilingual Education and Bilingualism, 20(6), 722–735. 
https://doi.org/10.1080/13670050.2015.1073664 
Ahmadi, Q. S. (2017). Unwelcome? English as a medium of instruction (EMI) in the 
Arabian Gulf. English Language Teaching, 10(8), 11–17. 
https://doi.org/10.5539/elt.v10n8p11 
Airey, J., Lauridsen, K. M., Räsänen, A., Salö, L., & Schwach, V. (2017). The expansion 
of English-medium instruction in the Nordic countries: Can top-down university 
language policies encourage bottom-up disciplinary literacy goals? Higher 
Education, 73(4), 561–576. https://doi.org/10.1007/s10734-015-9950-2 
References  358 
 
 
Aitsiselmi, F. (2012). Language planning in Algeria: Linguistic and cultural conflicts. 
In K. Salhi (Ed.), French in and out of France. UK: Peter Lang. 
https://doi.org/https://doi.org/10.3726/978-3-0353-0116-8 
Akef, A. (2016). Algeria proposes constitutional reforms. The Guardian, pp. 2–5. 
Retrieved from https://www.theguardian.com/world/2016/jan/12/algeria-
bouteflika-amazigh-berber-language-official 
Algeria Ministry of Higher Education and Scientific Research. (2002). التعليم العالي  
ي الجزائر
ز
 Higher Education and Scientific research in] 2002-1962 والبحث العلمي ف
Algeria 1962-2002]. 
Algeria Ministry of Higher Education and Scientific Research. (2012). التعليم العالي  
ي الجزائر
ز
 Higher Education and Scientific Research in] 2012-1962   والبحث العلمي ف
Algeria 1962-2012]. Retrieved from https://www.univ-
ouargla.dz/MESRS/enseignement_sup_en_dz_ar.pdf 
Algerian Ministry of Higher Education and Scientific Research. (2019).  1منشور رقم 
ي 
ز
المتعلق بالتسجيل االولي وتوجيه  2019جوان سنة  18ه الموافق  1440شوال عام  15مؤرخ ف
وريا بعنوان السنة الجامعية باكلة الحامىلي شهاد 2019-2020 [Publication No. 1 in 15 
Shawwal 1440 AH corresponding to June 18, 2019 related to the initial 
registration and orientation of the Baccalaureate students for  the academic 
year 2019-2020]. Retrieved from https://www.ency-
education.com/uploads/3/0/9/3/309326/circulaire_2019_2020_ar.pdf 
Algerian Ministry of Higher Education and Scientific Research. (2020). Universities. 
Retrieved February 4, 2020, from https://www.mesrs.dz/universites  
Ali, N. L. (2013). A changing paradigm in language planning: English-medium 
instruction policy at the tertiary level in Malaysia. Current Issues in Language 
Planning, 14(1), 73–92. https://doi.org/10.1080/14664208.2013.775543 
Al-Issa, A. (2017). English as a medium of instruction and the endangerment of 
Arabic literacy: the case of the United Arab Emirates. Arab World English 
Journal, 8(3), 3–17. https://doi.org/10.24093/awej/vol8no3.1 
Amorouayach, E. (2009). Pratiques langagières d ’ étudiants en médecine de la 
Faculté d ’ Alger [Language practices of medical students in the Faculty of 
Algiers]. Synergies Algérie, 5, 139–150. 
An Nasr. (2018). “ ي 
ز
ائــر نعيــش بســالم و ننســى غربتنـاالجز ف ” ["In Algeria we live in peace and 
we can forget our expatriation"]. An Nasr. Retrieved from 
https://www.annasronline.com/index.php/2014-08-17-13-22-10/2014-09-14-
21-55-41/97487-20.html 
References  359 
 
 
Ayiro, L. P. (2012). A functional approach to educational research methods and 
statistics : Qualitative, quantitative, and mixed methods approaches. Lewiston, 
N.Y: The Edwin Mellen Press.   
Azzaz, H. (2018). ي الجزائ
ز
ز التعريب والفرنسةاللغة العربية ف ر بي    [the Arabic language in Algeria 
between Arabization and Frenchisation]. Oud Nad, 8. Retrieved from 
https://www.oudnad.net/spip.php?article1950 
Azzouz, A., & Khayen, M. (2014).  ي ي المجتمع المغارب 
عية المطلب  :العدالة اللغوية فز ز ش  بي 
ويخاوف التوظيف السياسوم   [Linguistic justice in the Maghreb society: Between 
legitimacy of demand and fears of political employment]. Doha: Arab Center 
for Research and Policy Studies. 
Baala-Boudebia, A. (2012). Langue et identité. La place du français et de l’anglais 
dans le conflit sociolinguistique algérien : Représentations d’enseignants de 
français du sud algérien [Language and identity. The place of French and 
English in the Algerian sociolinguistic conflict: The case of French teachers in 
the south of Algeria]. Synergies Royaume-Uni et Irlande, 5, 265–277. Retrieved 
from https://gerflint.fr/Base/RU-Irlande5/boudebia.pdf 
Baghli, A. (2014). ESP teaching in Algeria an observation on biology LMD students. 
The Journal of Teaching English For Specific and Academic Purposes, 2(4), 573–
578. Retrieved from 
http://espeap.junis.ni.ac.rs/index.php/espeap/article/viewFile/143/112 
Banks, M. (2018). Exploring EMI lecturers’ attitudes and needs. EPiC Series in 
Language and Linguistics, 3, 19–26. https://doi.org/10.29007/gjc1 
Başıbek, N., Dolmacı, M., Cengiz, B. C., Bür, B., Dilek, Y., & Kara, B. (2014). Lecturers’ 
Perceptions of English Medium Instruction at Engineering Departments of 
Higher Education: A Study on Partial English Medium Instruction at Some State 
Universities in Turkey. In Procedia - Social and Behavioral Sciences (Vol. 116). 
https://doi.org/10.1016/j.sbspro.2014.01.477 
Bax, S. (2010). Researching English bilingual education in Thailand, Indonesia and 
South Korea. Kuala Lumpur: British Council East Asia.  
Beins, B. C. (2012). APA style simplified writing in psychology, education, nursing, 
and sociology. Chichester: Wiley-Blackwell.  
Belhiah, H., & Elhami, M. (2014). English as a medium of instruction in the Gulf:  
When students and teachers speak. Language Policy, 14(1), 3–23. 
https://doi.org/10.1007/s10993-014-9336-9 
Belmihoub, K. (2012). A Framework for the study of the spread of English in Algeria: 
A peaceful transition to a better linguistic environment (Unpublished master's 
References  360 
 
 
dissertation). University of Toledo. Retrieved from 
http://utdr.utoledo.edu/theses-dissertations/264 
Belmihoub, K. (2015). English for peace in Algeria. Reconsidering Development, 4(1), 
35–50. Retrieved from 
https://pubs.lib.umn.edu/index.php/reconsidering/article/view/582 
Belmihoub, K. (2018). Language attitudes in Algeria. Language Problems and 
Language Planning, 42(2), 144–172. https://doi.org/10.1075/lplp.00017.bel 
Benghalem, B. (2016). The effects of using Microsoft power point on EFL learners’ 
attitude and anxiety. Advances in Language and Literary Studies, 6(6), 1–6. 
https://doi.org/10.7575/aiac.alls.v.6n.6p.1 
Benkhaled, W., & Vince, N. (2017). Afterword: Performing Algerianness: The 
national and transnational construction of Algeria’s ‘culture wars.’ In P. 
Crowley (Ed.), Algeria: nation, culture and transnationalism: 1988-2015 (pp. 
243–270). Liverpool: Liverpool University Press.  
Bennui, P., & Hashim, A. (2014). English in Thailand: development of English in a 
non-postcolonial context. Asian Englishes, 16(3), 209–228. 
https://doi.org/10.1080/13488678.2014.939810 
Benrabah, M. (2005). The language planning situation in Algeria. Current Issues in 
Language Planning, 6(4), 379–502. 
https://doi.org/10.1080/14664208.2005.10807312 
Benrabah, M. (2007). Language-in-education planning in Algeria: Historical 
development and current issues. Language Policy, 6(2), 225–252. 
https://doi.org/10.1007/s10993-007-9046-7 
Benrabah, M. (2014). Competition between four “world” languages in Algeria. 
Journal of World Languages, 1(1), 38–59. 
https://doi.org/10.1080/21698252.2014.893676 
Bensouiah, A. (2019, September 14). English in Algerian universities – An ideological 
choice. University World News. Retrieved from 
https://www.universityworldnews.com/post.php?story=20190911081329173 
Bezagi, A. A. (2018, October 17). إنجازا :افتتاح الموسم الجامعي الجديد 
ز ت قطاع التعليم تثمي 
 The Opening of the new university season: the achievements of the]العالي بباتنة 
higher education sector in Batna]. El Massa. Retrieved from 
https://bit.ly/2UwGFul 
References  361 
 
 
Bhattacharya, U. (2013). Mediating inequalities: Exploring English-medium 
instruction in a suburban Indian village school. Current Issues in Language 
Planning, 14(1), 164–184. https://doi.org/10.1080/14664208.2013.791236 
Blattès, M. (2018). Policy development for English-medium instruction in French 
universities. European Journal of Language Policy, 10(1), 13–37. 
https://doi.org/https://doi.org/10.3828/ejlp.2018.2 
Bolton, K., & Botha, W. (2017). English medium instruction in higher education in 
Asia-Pacific. In B. Fenton-Smith, H. Pamela, I. Walkinshaw (Eds.), English 
medium instruction in higher education in Asia-Pacific (Vol. 21, pp. 133–152). 
Dordrecht: Springer.  
Bolton, K., Botha, W., & Bacon-Shone, J. (2017). English-medium instruction in 
Singapore higher education: policy, realities and challenges. Journal of 
Multilingual and Multicultural Development, 38(10), 913–930. 
https://doi.org/10.1080/01434632.2017.1304396 
Bolton, K., & Meierkord, C. (2013). English in contemporary Sweden: Perceptions, 
policies, and narrated practices. Journal of Sociolinguistics, 17(1), 93–117. 
https://doi.org/10.1111/josl.12014 
Botha, W. (2013). English-medium instruction at a university in Macau: Policy and 
realities. World Englishes, 32(4), 461–475. 
https://doi.org/10.1111/weng.12053 
Botha, W. (2014). English in China’s universities today. English Today, 30(1), 3–10. 
https://doi.org/10.1017/S0266078413000497 
Bouhmama, S., & Dendane, Z. (2018). Language use and language attitudes among 
Algerian students. Journal of Humanities and Social Science (IOSR-JHSS), 23(5), 
69–77. https://doi.org/10.9790/0837-2305086977 
Boudhane, Y. (2015). Arabic in Algeria: Identity tainted by politics. Fikra Forum. The 
Washington Institute for Near East Policy. Retrieved from 
https://www.washingtoninstitute.org/policy-analysis/view/arabic-in-algeria-
identity-tainted-by-politics 
Boudhane, Y. (2017). What have the Amazigh achieved in Algeria? Fikra Forum. The 
Washington Institute for Near East Policy. Retrieved from 
https://www.washingtoninstitute.org/fikraforum/view/after-thirty-seven-
years-of-struggle-what-did-amazigh-achieved-in-algeria 
Bradford, A. (2013). English-medium degree programs in Japanese universities: 
learning from the European experience. Asian Education and Development 
Studies, 2(3), 225–240. https://doi.org/10.1108/AEDS-06-2012-0016 
References  362 
 
 
Bradford, A., & Brown, H. (Eds.) (2018). English-Medium Instruction in Japanese 
Higher Education. In A. Bradford & H. Brown (Eds.), English-medium instruction 
in Japanese higher education: policy, challenges and outcomes (pp. 1–19). 
Bristol, England: Multilingual Matters. 
Briggs, J. G., Dearden, J., & Macaro, E. (2018). English medium instruction: 
Comparing teacher beliefs in secondary and tertiary education. Studies in 
Second Language Learning and Teaching, 8(3), 673–696. 
https://doi.org/10.14746/ssllt.2018.8.3.7 
British Council Algeria. (n.d.). Algerian doctoral initiative. Retrieved from 
https://www.britishcouncil.dz/en/programmes/education/algerian-doctoral-
initiative 
British Council & Education Intelligence. (2015). English in Peru: An examination of 
policy, perceptions and influencing factors. Retrieved from 
https://www.teachingenglish.org.uk/article/english-latin-america-
examination-pol  
Bruthiaux, P. (2003). Squaring the circles: Issues in modelling English worldwide. 
International Journal of Applied Linguistics 13(2), 159–178. 
https://doi.org/10.1111/1473-4192.00042 
Bühmann, D., & Trudell, B. (2008). Mother tongue matters: As a Key to Effective 
Learning. Paris: UNESCO. Retrieved from 
https://unesdoc.unesco.org/ark:/48223/pf0000161121 
Burden‐Leahy, S. M. (2009). Globalisation and education in the postcolonial world: 
the conundrum of the higher education system of the United Arab Emirates. 
Comparative Education, 45(4), 525–544. 
https://doi.org/10.1080/03050060903391578 
Chaif, R. H. (2015, July 27). In Algeria, the Berber language can’ t get an educational 
foothold. Al-Fanar Media. Retrieved from https://www.al-
fanarmedia.org/2015/07/in-algeria-the-berber-language-cant-get-an-
educational-foothold/ 
Chaker, S. (2003). Le berbère [Berber]. In B. C.- Quiglini (Ed.), Les langues de France 
[languages of France] (pp. 215–227). Paris: PUF. 
Chalmers, H. (2019). The role of the first language in English medium instruction. In 
OUP ELT Position Paper. Retrieved from 
https://elt.oup.com/feature/global/expert/emi?cc=gb&selLanguage=en 
References  363 
 
 
Chalmers, R. P. (2018). On misconceptions and the limited usefulness of ordinal 
Alpha. Educational and Psychological Measurement, 78(6), 1056–1071. 
https://doi.org/10.1177/0013164417727036 
Chang, S. Y. (2019). Beyond the English box: Constructing and communicating 
knowledge through translingual practices in the higher education classroom. 
English Teaching and Learning, 43(1), 23–40. https://doi.org/10.1007/s42321-
018-0014-4 
Channa, K. H., Memon, S., & Bughio, F. A. (2016). English medium or no English 
medium: Parental perspectives from Pakistan. Theory and Practice in Language 
Studies, 6(8), 1572–1577. https://doi.org/10.17507/tpls.0608.07 
Chapple, J. (2015). Teaching in English is not necessarily the teaching of English. 
International Education Studies, 8(3), 1–13. https://doi.org/10.5539/ies.v8n3p1 
Chemami, M. (2011). Discussing Plurilingualism In Algeria: The status of French and 
English languages through the educational policy. International Journal of Arts 
& Sciences, 4(18), 227–234. 
Chua, S. K. C. (2010). Singapore’s language policy and its globalised concept of 
Bi(tri)lingualism. Current Issues in Language Planning, 11(4), 413–429. 
https://doi.org/10.1080/14664208.2010.546055 
Clark, N. (2014). Education in Malaysia. Retrieved February 4, 2020, from World 
Education News & Reviews (WENR) website: 
https://wenr.wes.org/2014/12/education-in-malaysia 
Clegg, J., & Simpson, J. (2016). Improving the effectiveness of English as a medium 
of instruction in sub-Saharan Africa. Comparative Education, 52(3), 359–374. 
https://doi.org/10.1080/03050068.2016.1185268 
Cohen, L., Manion, L., & Morrison, K. (2011). Research Methods in Education (7th 
ed.). London: Routledge.  
Cohen, W. B. (2010). The colonized as child: British and French colonial rule. African 
Historical Studies, 3(2), 427–431. https://doi.org/10.2307/216227 
Coleman, H. (2011). Allocating resources for English: The case of Indonesia’s English 
medium International Standard Schools. In H. Coleman (Ed.), Dreams and 
Realities: Developing Countries and the English Language (pp. 87–112). 
London: British Council. 
Coleman, H., & Capstick, T. (2012). Language in education in Pakistan: 
Recommendations for policy and practice. Pakistan: British Council. 
References  364 
 
 
Coleman, J. A. (2006). English-medium teaching in European higher education. 
Language Teaching, 39(01), 1. https://doi.org/10.1017/S026144480600320X 
Collins, K. M. T., Onwuegbuzie, A. J., & Jiao, Q. G. (2006). Prevalence of mixed-
methods sampling designs in social science research. Evaluation and Research 
in Education, 19(2), 83–101. https://doi.org/10.2167/eri421.0 
Corrigan, P. C. (2015). English for the medium of instruction (EFMI) at a University in 
Hong Kong. The IAFOR Journal of Education, 3(2). 
https://doi.org/https://doi.org/10.22492/ije.3.2.10 
Cortier, C., Kaaboub, A., Kherra, N., & Benaoum, M. (2013). Français langue 
d’enseignement et prise en compte du bi / plurilinguisme dans les études 
universitaires en Algérie : quelles compatibilités avec la didactique du FOS ? 
[French as a language of instruction and the consideration of bi/ plurilingualism 
in university studies in Algeria]. Recherches En Didactique Des Langues et Des 
Cultures, 10(3), 0–17. https://doi.org/https://doi.org/10.4000/rdlc.2619 
Costa, F., & Coleman, J. A. (2013). A survey of English-medium instruction in Italian 
higher education. International Journal of Bilingual Education and Bilingualism, 
16(1), 3–19. https://doi.org/10.1080/13670050.2012.676621 
Cypress, B. S. (2017). Rigor or reliability and validity in qualitative research: 
Perspectives, strategies, reconceptualization, and recommendations. 
Dimensions of Critical Care Nursing, 36(4), 253–263. 
https://doi.org/10.1097/DCC.0000000000000253 
Dafouz, E., & Camacho-Miñano, M. M. (2016). Exploring the impact of English-
medium instruction on university student academic achievement: The case of 
accounting. English for Specific Purposes, 44, 57–67. 
https://doi.org/10.1016/j.esp.2016.06.001 
Dahou, F. N. E.-H. (2016). Modern Standard Arabic in Algeria: Problems and 
challenges. International Journal of Language Studies, 10(1), 31–48. Retrieved 
from 
http://search.ebscohost.com/login.aspx?direct=true&db=ufh&AN=111550270
&site=ehost-live 
Daoudi, A. (2018). Multilingualism in Algeria: between ‘soft power’, ‘Arabisation’, 
‘Islamisation’, and ‘globalisation.’ Journal of North African Studies, 23(3), 460–
481. https://doi.org/10.1080/13629387.2017.1391962 
Dearden, J. (2015). English as a medium of instruction —a growing global 
phenomenon. London: British Council. Retrieved from 
https://www.britishcouncil.org/sites/default/files/e484_emi_ 
cover_option_3_final_web.pd 
References  365 
 
 
Dearden, J., & Akincioglu, M. (2016). EMI in Turkish universities: Collaborative 
planning and student voices. Oxford: Oxford University Press. Retrieved from 
http://www.education.ox.ac.uk/crdemi-oxford/%5Cnwww.oup.com/elt 
Denham, P. a. (1992). English in Vietnam. World Englishes, 11(1), 61–69. Retrieved 
from http://dx.doi.org/10.1111/j.1467-971X.1992.tb00047.x 
Desrochers, N., & Larivière, V. (2016). Je veux bien , mais me citerez-vous ? On 
publication language strategies in an anglicized research landscape1. In Ismael 
Ràfols, J. Molas-Gallart, E. Castro-Martínez, & R. Woolley (Eds.), 21st 
International Conference on Science and Technology Indicators - STI 2016: 
Peripheries, frontiers and beyond (pp. 887–892). 
https://doi.org/http://dx.doi.org/10.4995/STI2016.2016.4543 
Dewi, A. (2014). Perception of English: A Study of Staff and Students at Universities 
in Yogyakarta, Indonesia. Newcastle upon Tyne: Cambridge Scholars Publisher.  
Dilas, D. B., Mackie, C., Huang, Y., & Trines, S. (2019). Education in Indonesia. 
Retrieved February 23, 2020, from https://wenr.wes.org/2019/03/education-
in-indonesia-2 
Djebbari, Z. (2016). Language policy in Algeria: An outlook into reforms. Retrieved 
from https://eric.ed.gov/?id=ED582670 
Dörnyei, Z. (2007). Research Methods in Applied Linguistics. Oxford: Oxford 
University Press.  
Earls, C. W. (2013). Setting the Catherine wheel in motion: An exploration of 
“Englishization” in the German higher education system. Language Problems 
and Language Planning, 37(2), 125–150. 
https://doi.org/10.1075/lplp.37.2.02ear 
Ellili-Cherif, M., & Alkhateeb, H. (2015). College students’ attitude toward the 
medium of instruction: Arabic versus English dilemma. Universal Journal of 
Educational Research, 3(3), 207–213. 
https://doi.org/10.13189/ujer.2015.030306 
El Khabar. (2018, October 17).   ي األمازيغية بجامعة باتنة -الخي
ز
 The first]أول دفعة للدكتوراه ف
PhD Cohort in Amazigh language at the University of Batna]. El Khabar. 
Retrieved from https://www.elkhabar.com/press/article/144852/دفعة-أول-
ي -للدكتوراه
ز
 /بجامعة-األمازيغية-ف
El Massa. (2018, May 27).  ي مجال التعليم العالي من جامعة
ز
حجار يعرض بباريس إنجازات الجزائر ف
ي و 
ز
احدة ف ي  106إل  1962
ز
 Hadjar showcasing in Paris Algeria’s] 2018جامعات ف
achievements in higher education from one university in 1962 to 106 
References  366 
 
 
universities in 2018]. El-Massa. Retrieved from https://www.el-
massa.com/dz/ي -واحدة-جامعة-من/الوطن
ز
-106-إل-1962-ف امعاتج ي -
ز
 2018-ف
Erling, E. J., Adinolfi, L., Hultgren, A. K., Buckler, A., & Mukorera, M. (2016). Medium 
of instruction policies in Ghanaian and Indian primary schools: An overview of 
key issues and recommendations. Comparative Education, 52(3), 294–310. 
https://doi.org/10.1080/03050068.2016.1185254 
Erling, E. J., & Hilgendorf, S. K. (2006). Language policies in the context of German 
higher education. Language Policy, 5, 267–293. 
https://doi.org/10.1007/s10993-006-9026-3 
European Commission/EACEA/Eurydice. (2016). The European Higher Education 
Area in 2015: Bologna Process Implementation Report. Luxembourg: 
Publications Office of the European Union. Retrieved from 
http://www.ehea.info/media.ehea.info/file/2015_Yerevan/73/3/2015_Implem
entation_report_20.05.2015_613733.pdf 
Evans, M. (2012). France’s Undeclared War. Oxford: Oxford University Press. 
Evans, M., & Phillips, J. (2007). Algeria: Anger of the Dispossessed. New Haven, 
Conn: Yale University Press. 
Evans, S. (2017). English in Hong Kong higher education. World Englishes, 36(4), 
591–610. https://doi.org/10.1111/weng.12238 
Evans, S., & Morrison, B. (2011). The student experience of English-medium higher 
education in Hong Kong. Language and Education, 25(2), 147–162. 
https://doi.org/10.1080/09500782.2011.553287 
Evans, S., & Morrison, B. (2017). English-medium instruction in Hong Kong: 
illuminating a grey area in school policies and classroom practices. Current 
Issues in Language Planning, 18(3), 303–322. 
https://doi.org/10.1080/14664208.2016.1270106 
Faez, F. (2011). English education in Italy: Perceptions of teachers and professors of 
english. Canadian and International Education / Education Canadienne et 
Internationale, 40(3), 31–44. Retrieved from http://ir.lib.uwo.ca/cie-
eci/vol40/iss3/4 
Fitzpatrick, D. (2011). Making sense of the English language policy in Thailand: An 
exploration of teachers’ practices and dispositions (Unpublished doctoral 
thesis). University of Exeter, Exeter, UK. Retrieved from 
https://ore.exeter.ac.uk/repository/bitstream/handle/10036/3314/Fitzpatrick
D.pdf?sequence=3&isAllowed=y 
References  367 
 
 
Flowerdew, J., & Peacock, M. (2001). Issues in EAP: A preliminary perspective. In J. 
Flowerdew, & M. Peacock (Ed.), Research perspectives on English for academic 
purposes (pp. 8-24). Cambridge: Cambridge University Press.  
Fortes, L. (2017). The emergence of bilingual education discourse in Brazil: 
Bilingualisms, language policies, and globalizing circumstances. International 
Journal of Bilingual Education and Bilingualism, 20(5), 574–583. 
https://doi.org/10.1080/13670050.2015.1103207 
Fricker, R. D. (2008). Sampling Methods for Web and E-mail Surveys. In N. Fielding, 
R. Lee, & G. Blank (Eds.), The SAGE Handbook of Online Research Methods (pp. 
195–216). London: SAGE.  
García, O. (2009). Education, Multilingualism and translanguaging in the 21st 
century. In A. K. Mohanty, M. Panda, R. Phillipson, & T. Skutnabb-Kangas (Eds.), 
Multilingual Education for Social Justice: Globalising the local (pp. 128–145). 
New Delhi: Orient Blackswan. 
Garton, S. (2014). Unresolved issues and new challenges in teaching English to 
young learners: the case of South Korea. Current Issues in Language Planning, 
15(2), 201–219. https://doi.org/10.1080/14664208.2014.858657 
Ghomari, S. H. (2015). Bridging the communicative competence gap of the English 
language in the workplace through an ICT-ESP based approach of teaching in 
Algeria. Procedia - Social and Behavioral Sciences, 199, 756–762. 
https://doi.org/10.1016/j.sbspro.2015.07.608 
Gill, S. K. (2006). Change in Language Policy in Malaysia: The Reality of 
Implementation in Public Universities. Current Issues in Language Planning, 
7(1), 82–94. https://doi.org/10.2167/cilp083.0 
Golafshani, N. (2003). Understanding reliability and validity in qualitative research. 
The Qualitative Report, 8(4), 597–606. Retrieved from 
https://nsuworks.nova.edu/tqr/vol8/iss4/6 
Grabe, W., & Stoller, F. L. (1997). Content-Based Instruction: Research Foundations. 
In M. A. Snow & D. Brinton (Eds.), The content-based classroom: Perspectives 
on integrating language and content (pp. 5–21). White Plains, NY: Longman. 
Grandguillaume, G. (2004). Country case study on the language of instruction and 
the quality of basic education: policy of arabization in primary and secondary 
education in Algeria - Background paper for the “Education for all global 
monitoring report 2005: the quality imperative.” UNESCO. Retrieved from 
https://unesdoc.unesco.org/ark:/48223/pf0000146650 
References  368 
 
 
Gul, S., & Aziz, S. (2015). Teachers’ Level of Proficiency in English Speaking as 
Medium of Instruction and Causes for English Speaking Deficiency. Bulletin of 
Education and Research, 37(1), 97–105. 
Hadisantosa, N. (2010). Insights from Indonesia. In R. Johnstone (Ed.), Learning 
through English: Policies, challenges and prospects: Insights from East Asia (pp. 
24–46). Kuala Lumpur: British Council.  
Hale, S, & Napier, J. (2013). Research methods in interpreting: A practical resource. 
London and New York: Bloomsbury. 
Hammiche, S. (2019). ال خيار امامنا اال  :وزير التعليم العالي والبحث العلمي الطيب بوزيد ل الحوار
ية ز  Minister of Higher Education and Scientific Research Tayeb Bouzid to] االنجل 
El Hiwar: We have no choice but English]. El Hiwar. Retrieved from 
https://elhiwardz.com/wp-content/uploads/2019/09/pdf-le-26-09-2019-.pdf 
Hammond, M., & Wellington, J. (2012). Research Methods: The Key Concepts (1st 
ed.). London: Routledge.  
Hamp-Lyons, L. (2011). English for academic purposes. In E. Hinkel (ed.), Handbook 
of research on second language learning and teaching (pp. 89-105). New York 
and London: Routledge. https://doi.org/10.1017/CBO9780511667206.019 
Hanafi, A. (2014). The second language influence on foreign language learners’ 
errors: the case of the French language for Algerian students learning English 
as a foreign language. European Scientific Journal, 2, 30–38. Retrieved from 
https://eujournal.org/index.php/esj/article/view/3688  
Hardman, J., & A-Rahman, N. (2014). Teachers and the implementation of a new 
English curriculum in Malaysia. Language, Culture and Curriculum, 27(3), 260–
277. https://doi.org/10.1080/07908318.2014.980826 
Hengsadeekul, C., Koul, R., & Kaewkuekool, S. (2014). Motivational orientation and 
preference for English-medium programs in Thailand. International Journal of 
Educational Research, 66, 35–44. https://doi.org/10.1016/j.ijer.2014.02.001 
Heugh, K. (2013). Multilingual education policy in South Africa constrained by 
theoretical and historical disconnections. Annual Review of Applied Linguistics, 
33, 215–237. https://doi.org/10.1017/S0267190513000135 
Hinton, P. R., McMurray, I., & Brownlow, C. (2014). SPSS explained (2nd ed.). London 
and New York: Routledge/Taylor & Francis Group.  
Ho, R. (2014). Handbook of Univariate and Multivariate Data Analysis with IBM SPSS 
(2nd ed.). Boca Raton, Florida: Chapman and Hall/CRC. Retrieved from 
References  369 
 
 
http://search.ebscohost.com/login.aspx?direct=true&db=nlebk&AN=650307&
site=eds-live 
Hornberger, N., & Vaish, V. (2009). Multilingual language policy and school linguistic 
practice: Globalization and English-language teaching in India, Singapore and 
South Africa. Compare, 39(3), 305–320. 
https://doi.org/10.1080/03057920802469663 
Hu, G., & Lei, J. (2014). English-medium instruction in Chinese higher education: A 
case study. Higher Education, 67, 551-567. https://doi.org/10.1007/s10734-
013-9661-5 
Hyland, K. (2007). English for specific purposes: Some influences and impacts. In J. 
Cummins & C. Davison (Eds.), International Handbook of English Language 
Teaching (pp. 391–402). Boston: Springer.  
Ibrahim, J., & Gwandu, S. A. (2016). Language policy on education in Nigeria: 
Challenges of multilingual education and future of English language. American 
Research Journal of English and Literature (ARJEL), 2, 1–10. 
Igboanusi, H. (2008). Mother tongue-based bilingual education in Nigeria : Attitudes 
and Practice. International Journal of Bilingual Education and Bilingualism, 11 
(6), 721-734. https://doi.org/10.1080/13670050802149291 
Igbokwe, C. O. (2015). Recent curriculum reforms at the basic education level in 
Nigeria aimed at catching them young to create change. American Journal of 
Educational Research, 3(1), 31–37. https://doi.org/10.12691/education-3-1-7 
Ismail, W. R., Mustafa, Z., Muda, N., Abidin, N. Z., Is, Z., Zakaria, A. M., … Azlan, M. I. 
(2011). Students’ inclination towards English language as medium of 
instruction in the teaching of science and mathematics. Procedia - Social and 
Behavioral Sciences, 18, 353–360. 
https://doi.org/10.1016/j.sbspro.2011.05.050 
Jenkins, J. (2003). World Englishes: A resource book for students. London: 
Routledge. 
Jenkins, J. (2015). Global Englishes: A resource book for students (3rd Ed.). London: 
Routledge. 
Kachru, B. B. (1992). Teaching World Englishes. In B. B. Kachru (Ed.), The other 
tongue: english across cultures (2nd ed., pp. 355-365). Urbana: University of 
Illinois Press. 
References  370 
 
 
Kagwesage, A. M. (2013). Coping with English as language of instruction in higher 
education in Rwanda. International Journal of Higher Education, 2(2), 1–12. 
https://doi.org/10.5430/ijhe.v2n2p1 
Kam, H. W. (2002). English Language Teaching in East Asia today: An overview. Asia 
Pacific Journal of Education, 22(2), 1–22. 
https://doi.org/10.1080/0218879020220203 
Kamal, K. (2017). Education in Turkey. Retrieved October 10, 2018, from World 
Education News & Reviews (WENR) website: 
https://wenr.wes.org/2017/04/education-in-turkey 
Kamwendo, G., Hlongwa, N., & Mkhize, N. (2014). On medium of instruction and 
African scholarship: The case of Isizulu at the University of Kwazulu-Natal in 
South Africa. Current Issues in Language Planning, 15(1), 75–89. 
https://doi.org/10.1080/14664208.2013.858014 
Kang, H. S. (2012). English-only instruction at Korean universities: Help or hindrance 
to higher learning? English Today, 28(1), 29–34. 
https://doi.org/10.1017/S0266078411000654 
Kang, K. I. (2018). English-medium instruction policies in South Korean Higher 
Education. Working Papers in Educational Linguistics (WPEL), 33(1), 31–52. 
Retrieved from https://repository.upenn.edu/wpel/vol33/iss1/2 
Karakaş, A. (2015). Orientations towards English among English-medium Instruction 
Students Abstract. Englishes in Practice, 2(1), 1–38. 
https://doi.org/10.1515/eip-2015-0001 
Kashi, B. (2001).  ز الجمهورية الجزائرية ي قواني 
ز
 The necessity]وجوب تعميم استعمال اللغة العربية ف
of the total dissemination in the laws of the Algerian Republic]. مجلة اللغة العربية  
[Arabic Language Journal], 4. Retrieved from 
http://www.webreview.dz/spip.php?article3075&lang=fr 
Kim, E. G. (2014). Korean engineering professors’ views on English language 
education in relation to English-medium instruction. The Journal of Asia TEFL, 
11(2), 1–33. 
Kim, E. G. (2017). English medium instruction in Korean higher education: 
Challenges and future directions. In B. Fenton-Smith, P. Humphreys, & I. 
Walkinshaw (Eds.), English medium instruction in higher education in Asia-
Pacific: From policy to pedagogy (pp. 54–72). Dordrecht: Springer. 
Kirkgöz, Y. (2009). Students’ and lecturers’ perceptions of the effectiveness of 
foreign language instruction in an English-medium university in Turkey. 
References  371 
 
 
Teaching in Higher Education, 14(1), 81–93. 
https://doi.org/10.1080/13562510802602640 
Kirkpatrick, A. (2007). World Englishes: Implications for international 
communication and English language teaching. Cambridge: Cambridge 
University Press.  
Kirkpatrick, A. (2008). English as the official working language of the Association of 
Southeast Asian Nations (ASEAN): Features and strategies. English Today, 
24(02). https://doi.org/10.1017/S0266078408000175 
Kirkpatrick, A. (2011). English as a medium of instruction in Asian education (from 
primary to tertiary): Implications for local languages and local scholarship. 
Applied Linguistics Review, 2, 99–120. 
https://doi.org/10.1515/9783110239331.99 
Kirkpatrick, A. (2014). The language(s) of HE: EMI and/or ELF and/or 
multilingualism? The Asian Journal of Applied Linguistics, 1(1), 4–15. 
Kirkpatrick, A., & Liddicoat, A. J. (2017). Language education policy and practice in 
East and Southeast Asia. Language Teaching, 50(2), 155–188. 
https://doi.org/10.1017/S0261444817000027 
Kosonen K. (2017) Language Policy and Education in Southeast Asia. In: McCarty T., 
May S. (Eds), Language Policy and Political Issues in Education. Encyclopedia of 
Language and Education (3rd ed. pp. 477–499). Springer, Cham.  
Kuchah, K. (2017). Early English medium instruction in Francophone Cameroon: The 
injustice of equal opportunity. System, 1–11. 
https://doi.org/10.1016/j.system.2017.10.001 
Kvale, S. (2007). Doing interviews. London: SAGE Publications, Ltd. 
https://dx.doi.org/10.4135/9781849208963  
Lafon, M. (2009). The Impact of Language on Educational Access in South 
Africa. Project Report. Sussex University Press, Brighton. 
LaRocco, A., Shinn, J., & Madise, K. (2019). Reflections on positionalities in social 
science fieldwork in Northern Botswana: A call for decolonizing research – 
ADDENDUM. Politics & Gender, 1-29. doi:10.1017/S1743923X19000734 
Leclerc, J. (2019). Algérie: Les droits linguistiques des berbérophones [Algeria: the 
linguistic rights of Amazigophone]. Retrieved from Linguistic planning in the 
world website: http://www.axl.cefan.ulaval.ca/afrique/algerie-
4Berberes_ling.htm 
References  372 
 
 
Leong, P. N. C. (2017). English-medium instruction in Japanese universities: Policy 
implementation and constraints. Current Issues in Language Planning, 18(1), 
57–67. https://doi.org/10.1080/14664208.2016.1204053 
Litwin, M. (1995). How to measure survey reliability and validity. Thousand Oaks: 
SAGE Publications, Inc. 
Long, T., Johnson, M. (2000). Rigour, reliability and validity in qualitative research. 
Clinical Effectiveness in Nursing, 4, 30-37. 
https://doi.org/10.1054/cein.2000.0106 
Macaro, E. (2018). English Medium Instruction: content and language in policy and 
practice. Oxford: Oxford University Press. 
Macaro, E., & Akincioglu, M. (2018). Turkish university students’ perceptions about 
English Medium Instruction: exploring year group, gender and university type 
as variables. Journal of Multilingual and Multicultural Development, 39(3), 
256–270. https://doi.org/10.1080/01434632.2017.1367398 
Macaro, E., Curle, S., Pun, J., An, J., & Dearden, J. (2018). A systematic review of 
English medium instruction in higher education. Language Teaching, 51(1), 36–
76. https://doi.org/10.1017/S0261444817000350 
Malone, S., & Paraide, P. (2011). Mother tongue-based bilingual education in Papua 
New Guinea. International Review of Education, 57, 705–720. 
https://doi.org/10.1007/s11159-011-9256-2 
Mami, N. A. (2013). Teaching English under the LMD Reform: The Algerian 
Experience. World Academy of Science, Engineering and Technology, 
International Journal of Social, Behavioral, Educational, Economic, Business and 
Industrial Engineering, 7(4), 910–913.  
Manh, L. D. (2012). English as a medium of instruction in Asian universities: The case 
of Vietnam. Language Education in Asia, 3(2), 263–267. . 
http://dx.doi.org/10.5746/LEiA/12/V3/I2/A14/Manh  
Mansour, A. (2015). األبعاد والتداعيات  ..رصاع اللغة والهوية بالجزائر [Language and identity 
conflict in Algeria. Dimensions and consequences] [Television series episode]. 
Al Jazeera, Bela Hodod. Retrieved from 
https://www.aljazeera.net/programs/withoutbounds/2015/10/18/ عاالص  -عىل-
ي -والهوية-اللغة
ز
 الجزائر-ف
Martinez, R. (2016). English as a medium of instruction (EMI) in Brazilian higher 
education: challenges and opportunities. In K. R. Finardi (Ed.), English in Brazil: 
Views, policies and programs (pp. 191–228). Londrina, PR: EDUEL. 
References  373 
 
 
Massini-Cagliari, G. (2004). Language policy in Brazil: monolingualism and linguistic 
prejudice. Language Policy, 3, 3–23. 
https://doi.org/10.1023/B:LPOL.0000017723.72533.fd 
Matthews, B., & Ross, L. (2010). Research methods: a practical guide for the social 
sciences (1st ed.). New York, NY: Pearson Longman.  
Maxwell, J. A., & Chmiel, M. (2014). Notes toward a theory of qualitative data 
analysis. In U. Flick (Ed.), The SAGE Handbook of Qualitative Data Analysis (pp. 
21–34). London: SAGE Publications Ltd. 
https://doi.org/10.4135/9781446282243 
McDougall, J. (2011). Dream of exile, promise of home: language, education, and 
Arabism in Algeria. International Journal of Middle East Studies, 43(02), 251–
270. https://doi.org/10.1017/S0020743811000055 
McLaren, P. B. (2011). English Medium in the United Arab Emirates: Serving Local or 
Global Needs? (Unpublished EdD thesis). University of Exeter, Exeter.   
Mebitil, N. (2013). The LMD system: A problematic of an ESP perspective. English for 
Specific Purposes World, 14(38). Retrieved from http://www.esp-
world.info/Articles_38/MEBITIL_LMD_System_A_Problematic_of_an_ESP_Pers
pective.pdf 
Mebitil, N. (2014). Teaching EST in Algeria: Training or retraining language teachers? 
Mediterranean Journal of Social Sciences, 5(20), 2381–2386. 
https://doi.org/10.5901/mjss.2014.v5n20p2381 
Meganathan, R. (2011). Language policy in education and the role of English in 
India: From library language to language of Empowerment. In H. Coleman (Ed.), 
Developing Countries and the English Language (pp. 57–85). London: British 
Council, Retrieved from http://files.eric.ed.gov/fulltext/ED530679.pdf 
Metatla, O. (2016). Higher education reform in Algeria: reading between the lines. 
Retrieved February 13, 2020, from openDemocracy website: 
https://www.opendemocracy.net/en/north-africa-west-asia/higher-education-
in-algeria-reading-between-lines-of-lmd-reform/ 
Meyers, L. S., Gamst, G. C., & Guarino, A. J. (2013). Performing data analysis using 
IBM SPSS. Hoboken, New Jersey: John Wiley & Sons, Inc.  
Michael, R. (2016). Education in China. Retrieved October 10, 2018, from World 
Education News & Reviews (WENR) website: 
https://wenr.wes.org/2016/03/education-in-china-2 
References  374 
 
 
Miliani, M. (2000). Teaching English in a multilingual context: The Algerian case. 
Mediterranean Journal of Educational Studies, 6(1), 13–29.  
Ministry of Europe and Foreign Affairs. (2019). فرنسا و الجزائر  [France and Algeria]. 
Retrieved February 15, 2020, from https://www.diplomatie.gouv.fr/ar/afrique-
du-nord-et-moyen-orient/algerie/la-france-et-l-algerie/ 
Mokhtar, K. (2018). The linguistic friction in Algeria. Sociology International Journal, 
2(2), 134–140. https://doi.org/10.15406/sij.2018.02.00041 
Molino, A., & Campagna, S. (2014). English-mediated instruction in Italian 
universities: Conflicting views. Sociolinguistica, 28 (1), 155–171. 
https://doi.org/10.1515/soci-2014-0013 
Monahan, T., & Fisher, J. A. (2010). Benefits of “observer effects”: Lessons from the 
field. Qualitative Research, 10(3), 357–376. 
https://doi.org/10.1177/1468794110362874 
Mostari, H. A. (2003). Arabisation and language use in Algeria. Journal of 
Humanities, 17. 26-41. https://doi.org/10.4314/jh.v17i1.6305 
Mostari, H. A. (2019). Religion and Algerian languages in the education system. In R. 
V. Pandharipande, M. K. David, & M. E. Ebsworth (Eds.), Language 
Maintenance, Revival and Shift in the Sociology of Religion (pp. 184–196). 
Bristol, England: Multilingual Matters.  
Napoli, J., & Sourisseau, J. (2013). L’EMILE est-il appliqué dans l’enseignement 
supérieur? Enquêtes sur le site toulousain [Is Content and language integrated 
learning applied in the Toulouse higher education institutions? A survey]. 
Recherche et Pratiques Pédagogiques En Langues de Spécialité Cahiers de 
l’Apliut, 32(2), 123–143. 
Negadi, M. N. (2015). Learning English in Algeria through French-based background 
proficiency. Procedia - Social and Behavioral Sciences, 199, 496–500. 
https://doi.org/10.1016/j.sbspro.2015.07.537 
Nguyen, H. T., Hamid, M. O., & Moni, K. (2016). English-medium instruction and 
self-governance in higher education: the journey of a Vietnamese university 
through the institutional autonomy regime. Higher Education, 72, 669–683. 
https://doi.org/10.1007/s10734-015-9970-y 
Niyomugabo, C. (2015). Kinyarwanda language in education across times: myth or 
reality? Journal of Educational Research and Review, 3(6), 86–95. 
References  375 
 
 
Noels, K.A. (2017). Identity, Ethnolinguistic. In The International Encyclopedia of 
Intercultural Communication, Y.Y. Kim (Ed.). 
doi:10.1002/9781118783665.ieicc0160 
Norris, G., Qureshi, F., Howitt, D., & Cramer, D. (2012). Introduction to statistics with 
SPSS for social science (1st ed.). Harlow: Pearson. 
O’Brien, C. (2020, February 25). Algeria to fund hundreds of students to study at 
University of Limerick. The Irish Times. Retrieved from 
https://www.irishtimes.com/news/education/algeria-to-fund-hundreds-of-
students-to-study-at-university-of-limerick-
1.4183586?fbclid=IwAR3y9dzBYOeiywZYO5oO6h-SYKHWQwFOoS05Yfc4bn-
NQIYuZQn_9GDrP8Y 
OECD. (2016). Education in China - A Snapshot.  Retrieved from 
https://www.oecd.org/china/Education-in-China-a-snapshot.pdf 
Oliver, D. G., Serovich, J. M., & Mason, T. L. (2005). Constraints and opportunities 
with interview transcription: Towards reflection in qualitative research. Social 
Forces, 84(2), 1273–1289. https://doi.org/10.1353/sof.2006.0023 
Onwuegbuzie, A. J., & Leech, N. L. (2007). Validity and qualitative research: An 
oxymoron? Quality and Quantity, 41, 233–249. 
https://doi.org/10.1007/s11135-006-9000-3 
Ounis, F. (2012). Rivalité entre le français et l’anglais : mythe ou réalité ? 
[Competition between French and English: myth or reality?]. Synergies Algérie, 
17, 87–92. Retrieved from https://gerflint.fr/Base/Algerie17/ounis.pdf 
Paauw, S. (2009). One land, one nation, one language: An analysis of Indonesia’s 
national language policy. In H. Lehnert-LeHouillier and A.B. Fine (Eds.), 
University of Rochester Working Papers in the Language Sciences, 5(1), 2–16.  
Pallant, J. (2010). SPSS survival manual: A step by step guide to data analysis using 
IBM SPSS (4th ed.). Maidenhead, Berkshire, England: McGraw-Hill Education. 
Pallant, J. (2016). SPSS Survival Manual: A step by step guide to data analysis using 
IBM SPSS (6th ed.). Maidenhead, Berkshire, England: McGraw-Hill Education. 
Pearson, P. (2014). Policy without a plan: English as a medium of instruction in 
Rwanda. Current Issues in Language Planning, 15(1), 39–56. 
https://doi.org/10.1080/14664208.2013.857286 
PEELI (2013). Can English medium education work in Pakistan? Lessons from Punjab. 
Islamabad: The British Council.  
References  376 
 
 
Pennycook, A. (2003). Global Englishes, Rip Slyme, and performativity. Journal of 
Sociolinguistics, 7(4), 513–533. https://doi.org/10.1111/j.1467-
9841.2003.00240.x 
Pettai, V. A. (1996). Estonia. In W. R. Iwaskiw (Ed.), Estonia, Latvia, and Lithuania: 
country studies (pp. 1–81). Washington: Federal Research Division, Library of 
Congress.  
Phillipson, R. (1997). Realities and myths of linguistic imperialism. Journal of 
Multilingual and Multicultural Development, 18(3), 238–248. 
https://doi.org/10.1080/01434639708666317 
Phillipson, R. (2008). Lingua Franca or Frankensteinia? English in European 
integration and globalisation. World Englishes, 27(2), 250–267. 
https://doi.org/10.1111/j.1467-971X.2008.00555.x 
Phillipson, R. (2010). Linguistic imperialism continued. New York: Routledge. 
Poon, A. Y. K. (2013). Will the new fine-tuning medium-of-instruction policy alleviate 
the threats of dominance of English-medium instruction in Hong Kong? Current 
Issues in Language Planning, 14(1), 34–51. 
https://doi.org/10.1080/14664208.2013.791223 
Poon, A. Y. K., & Lau, C. M. Y. (2016). Fine-tuning medium-of-instruction policy in 
Hong Kong: Acquisition of language and content-based subject knowledge. 
Journal of Pan-Pacific Association of Applied Linguistics, 20(1), 135–155.  
QDATRAINING Ltd. (2015). Day 2 – NVivo Underway Analysing your Data: A tutorial 
workbook to take you through the practical steps covered in day 2. Dublin. 
QDATRAINING Ltd. (2015). Day 1 – Introduction to Nvivo Setting up your Qualitative 
Database: A tutorial Workbook to take you through the practical steps covered 
in day 1. Dublin. 
Rahman, M. (2015). English for Specific Purposes (ESP): A holistic review. Universal 
Journal of Educational Research, 3(1), 24–31. 
https://doi.org/10.13189/ujer.2015.030104 
Ramaswami, S., Sarraf, I. & Haydon, J. (2012). The benefits of the English language 
for individuals and societies: Quantitative indicators from Algeria, Egypt, Iraq, 
Jordan, Lebanon, Morocco, Tunisia, and Yemen. London, UK: British Council & 
Euromonitor International. 
Ramírez, C. G. (2015). English for Specific Purposes: Brief History and Definitions. 
Revista De Lenguas Modernas, 23, 379–386. DOI 10.15517/RLM.V0I23.22359 
References  377 
 
 
Rao, A. G. (2013). The English-only myth: Multilingual education in India. Language 
Problems and Language Planning, 37(3), 271–279. 
https://doi.org/10.1075/lplp.37.3.04rao 
Reynolds, A. (2016). English as a medium of academic identity: attitudes to using 
English for research and teaching at Nantes University (Unpublished doctoral 
thesis). University of Sussex, Sussex.  
Rogier, D. (2012). The effects of English-medium instruction on language proficiency 
of students enrolled in higher education in the UAE (Unpublished EdD thesis). 
The University of Exeter, Exeter. Retrieved from 
https://ore.exeter.ac.uk/repository/bitstream/handle/10036/4482/RogierD.pd
f?sequence=2 
Rooy, A. S. C.-V. (2008). From the Expanding to the Outer Circle: South Koreans 
learning English in South Africa. English Today, 24(4), 3–10. 
https://doi.org/10.1017/S0266078408000333 
Rose, H., & McKinley, J. (2018). Japan’s English-medium instruction initiatives and 
the globalization of higher education. Higher Education, 75(1), 111–129. 
https://doi.org/10.1007/s10734-017-0125-1 
Rousseau, S., & Dargent, E. (2019). The construction of indigenous language rights 
in Peru: A language regime approach. Journal of Politics in Latin America, 11(2), 
161–180. https://doi.org/10.1177/1866802X19866527 
Roux, C. S. L. (2017). Language in education in Algeria: A historical vignette of a 
‘most severe’ socio linguistic problem. Language and History, 60(2), 112–128. 
https://doi.org/10.1080/17597536.2017.1319103 
Rubagumya, C. M. (2009). English-medium instruction in Tanzanian secondary 
schools: A conflict of aspirations and achievements. Language, Culture and 
Curriculum, 2(2), 107–115. https://doi.org/10.1080/07908318909525059 
Rubdy, R. (2015). Unequal Englishes, the Native Speaker, and Decolonization in 
TESOL. In R. Tupas (Ed.), Unequal Englishes: The Politics of Englishes Today (pp. 
42–58). London: Palgrave Macmillan. 
Rwaba, A. (2004, December 5).  ي قمة الفرنكفونيةجدل حول مشاركة الرئيس
ز
الجزائري ف   [Debates over 
Algerian president’s participation in Francophone summit]. Al Jazeera. 
Retrieved from 
https://www.aljazeera.net/news/reportsandinterviews/2004/12/5/حول-جدل-
ي -الجزائري-الرئيس-مشاركة
ز
-قمة-ف كفونيةالفرن #1 
References  378 
 
 
Sah, P. K., & Li, G. (2018). English Medium Instruction (EMI) as Linguistic Capital in 
Nepal: Promises and Realities. International Multilingual Research Journal, 
12(2), 109–123. https://doi.org/10.1080/19313152.2017.1401448 
Samuelson, B. L., & Freedman, S. W. (2010). Language policy, multilingual 
education, and power in Rwanda. Language Policy, 9(3), 191–215. 
https://doi.org/10.1007/s10993-010-9170-7 
Saraceni, M. (2010). The relocation of English: Shifting paradigms in a global era. 
Basingstoke: Palgrave Macmillan. 
Saraceni, M. (2015). World Englishes: A Critical Analysis. London: Bloomsbury. 
Sarnou, H., Koç, S., Houcine, S., & Bouhadiba, F. (2012). LMD: New System in the 
Algerian University. Arab World English Journal, 3(4), 179–194. 
Saunders, M., Lewis, P., & Thornhill, A. (2012). Research methods for business 
students (6th ed.). Harlow: Pearson. 
Seddiki, Z. (2015). L’enseignement de la biologie en français en contexte plurilingue 
algérien: quelles langues? Pour quelles fonctions? [Teaching Biology in French 
in the pluralistic context of Algeria: which languages? for what functions?]. 
Contextes et Didactiques, 6, 9–18. https://doi.org/10.4000/ced.465 
Selvi, A. F. (2014). The medium-of-instruction debate in Turkey: Oscillating between 
national ideas and bilingual ideals, Current Issues in Language Planning, 15 (2), 
133-152, DOI: 10.1080/14664208.2014.898357 
Sert, N. (2008). The language of instruction dilemma in the Turkish context. System, 
36(2), 156–171. https://doi.org/10.1016/j.system.2007.11.006 
Sharkey, H. J. (2012). Language and conflict: The political history of Arabisation in 
Sudan and Algeria. Studies in Ethnicity and Nationalism, 12(3), 427–449. 
https://doi.org/10.1111/sena.12009 
Sharp, J. L., Mobley, C., Hammond, C., Withington, C., Drew, S., Stringfield, S., & 
Stipanovic, N. (2012). A Mixed methods sampling methodology for a multisite 
case study. Journal of Mixed Methods Research, 6(1), 34–54. 
https://doi.org/10.1177/1558689811417133 
Shimauchi, S. (2018). English-medium instruction in the internationalization of 
higher education in Japan: Rationales and issues. Educational Studies in Japan: 
International Yearbook, 12, 77–90. Retrieved from 
https://eric.ed.gov/?id=EJ1182867 
References  379 
 
 
Simbolon, N. E. (2016). Lecturers’ perspectives on English medium instruction ( EMI ) 
practice in Indonesian higher education (Unpublished doctoral thesis). Curtin 
University, Perth, Australia.  
Singh, K. (2007). Quantitative social research methods. Los Angeles: Sage 
Publications Pvt. 
Slimani, W. (2019, August 28). ية لغة علم وبزنس ز وهي حتمية وليست اختيارا اإلنجل   [ English is a 
language of science and "business,” It is inevitable, but not a choice]. Echorouk. 
Retrieved from https://www.echoroukonline.com/ية ز -حتمية-وهي -وبزنس-علم-لغة-اإلنجل 
 /ول
Soler, J., Björkman, B., & Kuteeva, M. (2018). University language policies in Estonia 
and Sweden: Exploring the interplay between English and national languages in 
higher education. Journal of Multilingual and Multicultural Development, 39(1), 
29–43. https://doi.org/10.1080/01434632.2017.1307844 
Soler-Carbonell, J. (2014). University language policies and language choice among 
Ph.D. Graduates in Estonia: The (unbalanced) interplay between English and 
Estonian. Multilingua, 33(3–4), 413–436. https://doi.org/10.1515/multi-2014-
0019 
Solloway, A. J. (2016). English-Medium Instruction in Higher Education in the United 
Arab Emirates: The Perspectives of Students (Unpublished EdD thesis). The 
University of Exeter, Exeter. Retrieved from 
https://ore.exeter.ac.uk/repository/bitstream/handle/10871/26316/SollowayS
.pdf?sequence=1&isAllowed=y 
Sonck, G. (2005). Language of instruction and instructed languages in Mauritius. 
Journal of Multilingual and Multicultural Development, 26(1), 37–51. 
https://doi.org/10.1080/14790710508668397 
Souleh, S. (2017). Higher education and scientific research sector in Algeria: What 
kind of challenges and changes that are required for a better system? 
European Scientific Journal, 13 (12), 33–43. 
South, A., & Lall, M. (2016). Language, Education and the Peace Process in 
Myanmar. Contemporary Southeast Asia, 38(1), 128–153.  
Tabachnick, B. G., & Fidell, L. S. (2013). Using Multivariate Statistics (6th ed.). 
Harlow, England: Pearson Education. 
Tabaro, C. (2015). Rwandans’ Motivation to learn and use English as a medium of 
instruction. International Journal of Humanities and Social Science, 5(2), 78–85. 
References  380 
 
 
Taherdoost, H. (2016). Validity and reliability of the research instrument; how to 
test the validation of a questionnaire/survey in a research. International 
Journal of Academic Research in Management, 5(3), 28–36. 
https://doi.org/10.2139/ssrn.3205040 
Tamtam, A. G., Gallagher, F., Olabi, A. G., & Naher, S. (2012). A comparative study of 
the implementation of EMI in Europe, Asia and Africa. Procedia - Social and 
Behavioral Sciences, 47, 1417 – 1425. 
https://doi.org/10.1016/j.sbspro.2012.06.836 
Tashakkori, A., & Teddlie, C. (1998). Mixed methodology: Combining qualitative and 
quantitative approaches in applied social research methods series (Vol 46). 
Thousand Oaks, CA: Sage Publications. 
The Council on Higher Education. (2001). Language policy framework for South 
African Higher Education. Pretoria: Council on Higher Education.  
Ng g , T. (1986). Decolonising the mind: The politics of language in African 
literature. London: J. Currey. 
Thomas, W. P., & Collier, V. (1997). School effectiveness for language minority 
students. Washington, DC: National Clearinghouse for Bilingual Education. 
Thumboo, E. (2001). The three circles of English: language specialists talk about the 
English language. Singapore: UniPress.  
Tin, T. B. (2014). Learning English in the periphery: A view from Myanmar (Burma). 
Language Teaching Research, 18(1), 95–117. 
https://doi.org/10.1177/1362168813505378 
Trines, S. (2018). Education in India. Retrieved February 4, 2020, from World 
Education News & Reviews (WENR) website: 
https://wenr.wes.org/2018/09/education-in-india 
Trudell, B. (2016). The impact of language policy and practice on children’s learning: 
Evidence from Eastern and Southern Africa. Review commissioned by UNICEF. 
Nairobi: UNICEF. Retrieved from 
https://www.unicef.org/esaro/UNICEF(2016)LanguageandLearning-
FullReport(SingleView).pdf 
Tshotsho, B. P. (2013). Mother tongue debate and language policy in South Africa. 
International Journal of Humanities and Social Science, 3(13), 39–44. Retrieved 
from http://www.ijhssnet.com/journals/Vol_3_No_13_July_2013/5.pdf 
References  381 
 
 
Twohig, E. (2017). Literature and Amazigh language debates: the case of Moroccan 
Amazigh literature in ‘other’ languages. Journal of North African Studies, 22(4), 
536–559. https://doi.org/10.1080/13629387.2017.1299008 
Udofot, I. (2011). The English language and education in Nigeria. Journal of the 
Nigeria English Studies Association (JNESA), 14(2), 17–23. 
University of Oum El Bouaghi. الصفحة الرئيسية  [University home page]. Retrieved 
February 8, 2020, from University of Oum El Bouaghi website: 
http://www.univ-oeb.dz/ar/ي -مرحبا
ز
 /جامعتنا-ف
United Nations. (2020). The World Economic Situation and Prospects 2020. New 
York: United Nations. Retrieved from 
https://www.un.org/development/desa/dpad/publication/world-economic-
situation-and-prospects-2020/ 
Uysal, H. H. (2014). English language spread in academia: Macro-level state policies 
and micro-level practices of scholarly publishing in Turkey. Language Problems 
& Language Planning, 38(3), 265–291. https://doi.org/10.1075/lplp.38.3.03uys 
Uysal, H. H., Plakans, L., & Dembovskaya, S. (2007). English Language Spread in Local 
Contexts: Turkey, Latvia and France. Current Issues in Language Planning, 8(2), 
192–207. https://doi.org/10.2167/cilp105.0 
van Nes, F., Abma, T., Jonsson, H., & Deeg, D. (2010). Language differences in 
qualitative research: Is meaning lost in translation? European Journal of 
Ageing, 7, 313–316. https://doi.org/10.1007/s10433-010-0168-y 
Vu, N. T. T., & Burns, A. (2014). English as a medium of instruction: Challenges for 
Vietnamese tertiary lecturers. The Journal of Asia TEFL, 11(3), 1–31. 
Vulli, D. (2014). English and medium of instruction: Dalit discourse in Indian 
education. Research Journal of Educational Sciences, 2(2), 1–6. 
Wächter, B., & Maiworm, F. (2014). English-taught programmes in European higher 
education: The state of play in 2014. Bonn, Germany: Lemmens. 
Walkinshaw, I., Fenton-Smith, B., & Humphreys, P. (2017). EMI issues and 
challenges in Asia-Pacific higher education: An introduction. In B. Fenton-
Smith, P. Humphreys, & I. Walkinshaw (Eds.), English medium instruction in 
higher education in Asia-Pacific: From policy to pedagogy. Dordrecht: Springer.  
Walliman, N. S. R. (2006). Social Research Methods. London: SAGE Publications Ltd. 
Wannachotphawate, M. W. (2015). English language development policy: Foreign 
teachers, hegemony, and inequality of education in Thailand. 1st international 
References  382 
 
 
conference on educational studies (ICES- 2015). Retrieved from 
https://eric.ed.gov/?id=ED556354 
Webometrics Ranking. (2019). Algeria. Retrieved July 12, 2019, from 
http://www.webometrics.info/en/Africa/Algeria 
Wei, L. (2017). Translanguaging as a Practical Theory of Language. Applied 
Linguistics, 39(1), 9–30. https://doi.org/10.1093/applin/amx039 
White, B. W. (1996). Talk about school: Education and the colonial project in French 
and British Africa (1860-1960). Comparative Education, 32(1), 9–26. 
https://doi.org/10.1080/03050069628902 
Wiedmann, F., & Salama, A. M. (2013). From pre-oil settlement to post-oil hub: The 
urban transformation of Doha. Archnet-IJAR, 7(2), 146–159. 
https://doi.org/10.26687/archnet-ijar.v7i2.162 
Willig, C. (2014). Discourses and discourse analysis. In U. Flick (Ed.), The SAGE 
handbook of qualitative data analysis (pp. 341–353). London: SAGE 
Publications Ltd. 
Wolf, H.-G., & Igboanusi, H. (2006). Empowerment through English – a realistic view 
of the educational promotion of English in post-colonial contexts: the case of 
Nigeria. In M. Pütz, J. A. Fishman, & J. N. Aertselaer (Eds.), “Along the Routes to 
Power”: Explorations of empowerment through Language (pp. 333–356). 
Berlin: Walter de Gruyter. 
Wong, S, M. (2017). Linguistic, religious, and ethnic identities as pathways to peace: 
views from eight Lisu, Karen, Kachin, and Chin seminary teachers in Myanmar. 
Asian Englishes, 19(3), 211–227. 
https://doi.org/10.1080/13488678.2017.1397331 
Worden, J. (2012). Bilingual education policy and language learning in Estonia and 
Singapore. In D. C. Bruno, S. Jessica, & H. Christina (Eds.), Languages in a global 
world: Learning for better cultural understanding (pp. 109–118). OECD 
Publishing. https://doi.org/https://doi.org/10.1787/9789264123557-11-en 
World Factbook. (2020). Algeria. Retrieved January 27, 2020, from The World 
Factbook website: https://www.cia.gov/library/publications/the-world-
factbook/fields/2147.html#is 
World Factbook. (2020). Peru. Retrieved February 24, 2020, from The World 
Factbook website: https://www.cia.gov/library/publications/the-world-
factbook/geos/pe.html 
References  383 
 
 
Worp, K. V. D. (2017). English Medium Instruction: a way towards linguistically 
better prepared professionals in the Basque Autonomous Community? 
International Journal of Multilingualism, 14(1), 53–68. 
https://doi.org/10.1080/14790718.2017.1258994 
Yahyawi, I., Boukmish, L., & Bouhdid, L. (2016). ضمان جودة التعليم العالي  دور التخطيط 
ز
اتيىح  ف االسي 
جامعات الجزائريةبال  The role of strategic planning in ensuring the]  دراسة حالة جامعة باتنة :
quality of higher education in Algerian universities: the case of the University 
of Batna]. In The Sixth International Arab Conference on Quality Assurance in 
Higher Education. 
Yamat, H., Umar, N. F. M., & Mahmood, M. I. (2014). Upholding the Malay language 
and strengthening the English language policy: An education reform. 
International Education Studies, 7(13), 197–205. 
https://doi.org/10.5539/ies.v7n13p197 
Yang, L. F., & Ishak, M. S. A. (2012). Framing controversy over language policy in 
Malaysia: The coverage of PPSMI reversal (teaching of mathematics and 
science in English) by Malaysian newspapers. Asian Journal of Communication, 
22(5), 449–473. https://doi.org/10.1080/01292986.2012.701312 
Yano, Y. (2009). The future of English: Beyond the Kachruvian Three Circle 
Model? In K. Murata & J. Jenkins (Eds.), Global Englishes in Asian contexts:  
current and future debates (pp. 208–225). Basingstoke: Palgrave. 
Yeasmin, S., & Rahman.K.F. (2012). ‘Triangulation’ Research Method as the Tool of 
Social Science Research. Bup Journal, 1(1), 154–163.  
Zumbo, B. D., Gadermann, A. M., & Zeisser, C. (2007). Ordinal versions of 
coefficients alpha and theta for likert rating scales. Journal of Modern Applied 
Statistical Methods, 6(1), 21–29. https://doi.org/10.22237/jmasm/1177992180 
Appendices 384 
 
Appendices  
Appendix 1: Online national poll regarding the status of English in Algeria. (The poll 
was posted on Facebook by the Minister of MESRS Tayeb Bouzid) 
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Appendix 2: Results of the MESRS online national poll. Retrieved from 
http://tiny.cc/wag9iz 
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Appendix 2 (continued): More than 90% of Algerians were reported by the MESRS 
to agree with proceeding to enhance the status of English in Algerian universities. 
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Appendix 3: Ministerial order to all Algerian universities to use English and Arabic 
on the headings of official papers.   
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Appendix 4: Results of the national forum regarding the status of English in Algerian 
universities.   
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Appendix 5: Another survey about the ways of improving the status of English in 
Algeria. 
 
 
Appendices 390 
 
Appendix 5 (continued): Another survey for more suggestions and opinions 
regarding ways of improving the status of English. 
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Appendix 6: Results of the October survey and the names of the committee 
appointed to provide the blueprint for action for improving the status of English in 
Algerian Universities. Retrieved from http://bit.ly/EnglishAlgeria  
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Appendix 6 (continued): Results of the October survey and the names of the 
committee appointed to provide the blueprint for action for improving the status of 
English in Algerian Universities.  
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Appendix  6 (continued): Results of the October survey and the names of the 
committee appointed to provide the blueprint for action for improving the status of 
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Appendix  6 (continued): Results of the October survey and the names of the 
committee appointed to provide the blueprint for action for improving the status of 
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Appendix  6 (continued): Results of the October survey and the names of the 
committee appointed to provide the blueprint for action for improving the status of 
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Appendix 7: The final report, which includes plans for enhancing English in Algerian 
universities. (only English version is presented here) 
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Appendix  7 (Continued): The final report, which includes plans for enhancing 
English in Algerian universities. (only English version is presented here) 
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Appendix  7 (Continued): The final report, which includes plans for enhancing 
English in Algerian universities. (only English version is presented here) 
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Appendix  7 (Continued): The final report, which includes plans for enhancing 
English in Algerian universities. (only English version is presented here) 
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Appendix 8: The law 91–5 announced on 16 January 1991 for the total Arabisation. 
Retrieved from http://www.apab-algerie.org/veille-etudes/veille-
normative?task=Telechargement_AR&format=raw&pdf=129  
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Appendix 8 (continued): The law 91–5 announced on 16 January 1991 for the total 
Arabisation. 
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Appendix 8 (continued): The law 91–5 announced on 16 January 1991 for the total 
Arabisation. 
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Appendix 8 (continued): The law 91–5 announced on 16 January 1991 for the total 
Arabisation. 
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Appendix 8 (continued): The law 91–5 announced on 16 January 1991 for the total 
Arabisation. 
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Appendix 9: Syllabus, University of Annaba, Faculty of Sciences, Department of 
Biochemistry,3rd year bachelor's degree. Retrieved from http://facsc.univ-
annaba.dz/wp-content/uploads/2017/12/Contenu-Mati%C3%A8re-Anglais-
Scientifique.pdf, http://facsc.univ-annaba.dz/syllabus-3eme-annee-licence-
biochimie/ 
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Appendix 10: Timetable, University of Annaba, Faculty of Sciences, Department of 
Biochemistry,3rd year bachelor's degree. Retrieved from http://facsc.univ-
annaba.dz/emploi-du-temps/, http://facsc.univ-annaba.dz/wp-
content/uploads/2013/06/Emplois-du-temps-Licence-Biochimie-S22018.2019-2-
1.pdf  
 
 
Appendices 408 
 
Appendix 11: Timetable, University of Annaba, Faculty of Sciences, Department of 
Biochemistry, 1st year master's degree in Applied Biochemistry semester 1+2. 
Retrieved from http://facsc.univ-annaba.dz/emploi-du-temps/, http://facsc.univ-
annaba.dz/wp-content/uploads/2013/06/Emplois-du-temps-S2-MASTER-1-
BIOCHIMIE-APPLIQUEE.-2018.2019.pdf  
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Appendix 11 (continued): Timetable, University of Annaba, Faculty of Sciences, 
Department of Biochemistry, 1st year master's degree in Applied Biochemistry 
semester 1+2. 
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Appendix 12: Syllabus, University of Annaba, Faculty of Sciences, Department of 
Biochemistry, 1st year master's degree in Applied Biochemistry, semester 1+2. 
Retrieved from http://facsc.univ-annaba.dz/syllabus-1ere-annee-master-biochimie-
appliquee/ 
 
 
Appendices 411 
 
Appendix 13: Timetable, University of Annaba, Faculty of Sciences, Department of 
Biochemistry, 2nd year master's degree in Applied Biochemistry. Retrieved from 
http://facsc.univ-annaba.dz/emploi-du-temps/, http://facsc.univ-annaba.dz/wp-
content/uploads/2013/06/EMPLOI-DU-TEMPS-ACTUALISE-M2-
BIOCHIMIEAPPLIQUEE.pdf ) 
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Appendix 14: Syllabus, University of Annaba, Faculty of Sciences, Department of 
Biochemistry, 2nd year master's degree in Applied Biochemistry. Retrieved from 
http://facsc.univ-annaba.dz/syllabus-2eme-annee-master-biochimie-appliquee/, 
http://facsc.univ-annaba.dz/wp-content/uploads/2017/12/SYLLABUS-Master-2-
Bioch-et-MES-Anglis-scientifique.pdf 
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Appendix 14 (continued): Syllabus, University of Annaba, Faculty of Sciences, 
Department of Biochemistry, 2nd year master's degree in Applied Biochemistry. 
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Appendix 15: Timetable, University of Batna, Faculty of Technology, Department of 
Electronics, 1st year master’s degree. Retrieved from http://eln.univ-
batna2.dz/emplois-du-temps, http://eln.univ-
batna2.dz/sites/default/files/elc/files/master1_emplois_du_temps_s1-2018-
2019_.pdf  
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Appendix 15 (continued): Timetable, University of Batna, Faculty of Technology, 
Department of Electronics, 1st year master’s degree. 
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Appendix 15 (continued): Timetable, University of Batna, Faculty of Technology, 
Department of Electronics, 1st year master’s degree. 
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Appendix 16: Timetable, University of Batna, Faculty of Technology, Department of 
Electronics, 2nd year master’s degree. Retrieved from http://eln.univ-
batna2.dz/emplois-du-temps, http://eln.univ-
batna2.dz/sites/default/files/elc/files/master2_emplois_du_temps_s1-2018-
2019_.pdf  
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Appendix 16 (continued): Timetable, University of Batna, Faculty of Technology, 
Department of Electronics, 2nd year master’s degree. 
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Appendix 16 (continued): Timetable, University of Batna, Faculty of Technology, 
Department of Electronics, 2nd year master’s degree.  
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Appendix 17: Timetable, University of Batna, Faculty of Nature and Life Sciences, 
Department of Organismal Biology, 3rd year bachelor’s degree. Retrieved from 
http://bio.univ-batna2.dz/emplois-du-temps, 
http://bio.univbatna2.dz/sites/default/files/bio_org/files/l3_biologie_et_physiologi
e_animale.pdf  
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Appendix 18: Timetable, University of Batna, Faculty of Nature and Life Sciences, 
Department of Organismal Biology, 1st year master’s degree. Retrieved from, 
http://bio.univ-batna2.dz/emplois-du-temps, http://bio.univ-
batna2.dz/sites/default/files/bio_org/files/m1_biologie_animale.pdf  
 
 
 
 
 
Appendices 422 
 
Appendix 19: Timetable, University of Batna, Faculty of Nature and Life Sciences, 
Department of Organismal Biology, 2nd year master’s degree. Retrieved from, 
http://bio.univ-batna2.dz/emplois-du-temps, http://bio.univ-
batna2.dz/sites/default/files/bio_org/files/m2_biologie_animale.pdf  
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Appendix 20: Timetable, University of Oum El Bouaghi, Faculty of Sciences and 
Applied Sciences, Department of Process Engineering, 2nd year bachelor’s degree. 
Retrieved from http://www.univ-oeb.dz/fssa/debut-de-semestre-2-2018-2019/, 
http://www.univ-oeb.dz/fssa/wp-content/uploads/2019/01/L2GP-2.pdf )  
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Appendix 21: Timetable, University of Oum El Bouaghi, Faculty of Sciences and 
Applied Sciences, Department of Process Engineering, 3rd year bachelor’s degree. 
Retrieved from  http://www.univ-oeb.dz/fssa/debut-de-semestre-2-2018-2019/, 
http://www.univ-oeb.dz/fssa/wp-content/uploads/2019/01/L3-GENIE-DES-
PROCEDES-2.pdf  
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Appendix 22: Timetable, University of Oum El Bouaghi, Faculty of Sciences and 
Applied Sciences, Department of Process Engineering, 1st year master's degree in   
Chemical Engineering. Retrieved from  http://www.univ-oeb.dz/fssa/debut-de-
semestre-2-2018-2019/, http://www.univ-oeb.dz/fssa/wp-
content/uploads/2019/01/M1-G-Chimique-2.pdf )  
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Appendix 23: Timetable, University of Oum El Bouaghi, Faculty of Earth Sciences and 
Architecture, Department of Architecture, 3rd  year bachelor’s degree. Retrieved 
from http://www.univ-oeb.dz/fsta/departement-architecture/ ,   http://www.univ-
oeb.dz/fsta/wp-content/uploads/2018/12/EMPLOI-DU-TEMPS-Archi-L3S6-2019.pdf  
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Appendix 24: Timetable, University of Oum El Bouaghi, Faculty of Earth Sciences 
And Architecture, Department of Architecture, 1st year master’s degree. Retrieved 
from http://www.univ-oeb.dz/fsta/departement-architecture/ , http://www.univ-
oeb.dz/fsta/wp-content/uploads/2018/12/EMPLOI-DU-TEMPS-Archi-L3S6-2019.pdf  
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Appendix 25: Timetable, University of Oum El Bouaghi, Faculty of Earth Sciences 
And Architecture, Department of Geography and Urban Planning,1st year bachelor’s 
degree. Retrieved from http://www.univ-oeb.dz/fsta/geographie-et-amenagement-
urbaine/, http://www.univ-oedz/fsta/wp-content/uploads/2018/12/GAT-M1S2-
2019.pdf 
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Appendix 25 (continued): Timetable, University of Oum El Bouaghi, Faculty of Earth 
Sciences and Architecture, Department of Geography and Urban Planning, 1st year 
bachelor’s degree.  
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Appendix 25 (continued): Timetable, University of Oum El Bouaghi, Faculty of Earth 
Sciences and Architecture, Department of Geography and Urban Planning, 1st year 
bachelor’s degree. 
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Appendix 26: Timetable, University of Oum El Bouaghi, Faculty of Earth Sciences and 
Architecture, Department of Geography and Urban Planning,2nd year bachelor’s 
degree. Retrieved from http://www.univ-oeb.dz/fsta/geographie-et-amenagement-
urbaine/, http://www.univ-oedz/fsta/wp-content/uploads/2018/12/GAT-M1S2-
2019.pdf 
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Appendix 27: Timetable, University of Oum El Bouaghi, Faculty of Earth Sciences and 
Architecture, Department of Geography and Urban Planning, 3rd year bachelor’s 
degree. Retrieved from http://www.univ-oeb.dz/fsta/geographie-et-amenagement-
urbaine/, http://www.univ-oedz/fsta/wp-content/uploads/2018/12/GAT-M1S2-
2019.pdf  
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Appendix 28: Timetable, University of Oum El Bouaghi, Faculty of Earth Sciences and 
Architecture, Department of Geography and Urban Planning,1st year master’s 
degree. Retrieved from http://www.univ-oeb.dz/fsta/geographie-et-amenagement-
urbaine/ , http://www.univ-oedz/fsta/wp-content/uploads/2018/12/GAT-M1S2-
2019.pdf ) 
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Appendix 29: A ministerial decree of the Algerian MESRS, which regulates the 
teaching modules for bachelor’s degree in the field of science and technology. 
Retrieved from http://www.univ-oeb.dz/fssa/wp-content/uploads/2017/09/Arrete-
LICENCE-JO-1ere-SOCLE-COMMUN-ST-
1151_08_decembre_2014.pdf
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Appendix 29 (continued): A ministerial decree from the Algerian MESRS, which 
regulates the teaching modules for bachelor’s degrees in the field of science and 
technology. 
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Appendix 29 (continued): A ministerial decree from the Algerian MESRS, which 
regulates the teaching modules for bachelor’s degrees in the field of science and 
technology. 
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Appendix 29 (continued): A ministerial decree from the Algerian MESRS, which 
regulates the teaching modules for bachelor’s degrees in the field of science and 
technology. 
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Appendix 30: Interview consent form. Other consent forms for classroom 
observations or focus groups are similar with minor adjustments. The English 
translation is presented here. 
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Appendix 31: Interview information Sheet. Other forms for classroom observations 
or focus groups are similar with minor adjustments. The English translation is 
presented here. 
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Appendix 31 (continued): Information Sheet 
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Appendix 31 (continued): Information Sheet 
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Appendix 32: English translation of student questionnaire. 
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Appendix 32 (continued): English translation of student questionnaire. 
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Appendix 32 (continued): English translation of student questionnaire. 
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Appendix 32 (continued): English translation of student questionnaire. 
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Appendix 32 (continued): English translation of student questionnaire. 
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Appendix 32 (continued): English translation of student questionnaire. Question 1 in 
this part was excluded because many participants did not answer it or some 
participants did not finish it, or answered randomly because it had long many sub-
questions.These statements in question 1 have been already covered in the 
previous questions, but they were added in more details to ensure in-depth and 
thorough responses. 
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Appendix 32 (continued): English translation of student questionnaire. 
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Appendix 33: English translation of teacher questionnaire. 
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Appendix 33 (continued): English translation of teacher questionnaire. 
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Appendix 33 (continued): English translation of teacher questionnaire. 
 
 
 
 
 
 
Appendices 452 
 
 
 
Appendix 33 (continued): English translation of teacher questionnaire. 
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Appendix 33 (continued): English translation of teacher questionnaire. 
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Appendix 33 (continued): English translation of teacher questionnaire. 
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Appendix 33 (continued): English translation of teacher questionnaire.16 
 
 
 
 
 
 
                                                     
16
 The classroom observation checklists and questions used for the interviews and focus groups 
are not presented here because they were used only to direct the researcher. They were semi-
structured and can be updated and tailored to fit the structure and time of the interviews, focus 
groups and the observed classrooms. 
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Appendix 34: Ethical approval letter 
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Appendix 34 (continued): Ethical approval letter 
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Appendix 34 (continued): Ethical approval letter 
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Appendix 34 (continued): Ethical approval letter 
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Appendix 34 (continued): Ethical approval letter 
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Appendix 35: Example of the Crosstab query conducted in NVivo to find out the 
number of students who linked Amazigh to identity (cultural, ethnolinguistic, 
linguistic, national and regional identity). “Crosstab query can be used “to check the 
spread of coding across cases and demographic variables.” QSR International 
(2019), retrieved from https://help-nv.qsrinternational.com/12/win/v12.1.90-
d3ea61/Content/queries/crosstab-query.htm 
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Appendix 36: Tests of Normality: participants’ satisfaction with the current MOI and 
intervening variables 
Tests of Normality: Students’ satisfaction with the current MOI and gender 
 Gender Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Current official 
MOI Satisfaction 
Female .291 243 .000 .850 243 .000 
Male .251 132 .000 .864 132 .000 
a. Lilliefors Significance Correction 
 
Tests of Normality: Teachers’ satisfaction with the current MOI and gender 
 Gende
r 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Current official 
MOI Satisfaction 
Female .290 46 .000 .854 46 .000 
Male .216 71 .000 .873 71 .000 
a. Lilliefors Significance Correction 
 
Tests of Normality: Students’ satisfaction with the current MOI and age 
 Age Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Current 
official MOI 
Satisfaction 
18-24 .275 333 .000 .863 333 .000 
25-34 .317 38 .000 .824 38 .000 
35-44 .307 4 . .729 4 .024 
a. Lilliefors Significance Correction 
 
Tests of Normality: Teachers’ satisfaction with the current MOI and age 
 Age online & 
paper-based 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statisti
c 
df Sig. Statisti
c 
df Sig. 
MOI 
Satisfactio
n 
 
24-29 .209 12 .153 .824 12 .01
8 
30-39 .227 30 .000 .881 30 .00
3 
40-49 .353 18 .000 .798 18 .00
1 
50+ .237 5 .200* .961 5 .81
4 
25-34 .296 7 .063 .840 7 .09
9 
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35-44 .238 13 .043 .864 13 .04
3 
45-54 .261 18 .002 .863 18 .01
4 
55-64 .261 15 .007 .851 15 .01
8 
*. This is a lower bound of the true significance. 
a. Lilliefors Significance Correction 
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Appendix 37: Tests of Normality: participants’ agreement with EMI and different 
variables 
Tests of Normality Agreement with EMI and gender (students’ data) 
 Gende
r 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement 
with English 
MOI 
Femal
e 
.258 242 .000 .824 242 .000 
Male .279 128 .000 .783 128 .000 
a. Lilliefors Significance Correction 
 
 
Tests of Normality: Agreement with EMI and gender (teachers’ data) 
 Gender Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement with 
English MOI 
Female .285 42 .000 .778 42 .000 
Male .375 60 .000 .691 60 .000 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and university (students’ data) 
 University Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statisti
c 
df Sig. 
Agreement 
with 
English 
MOI 
Annaba University .261 124 .000 .814 12
4 
.000 
Batna University .249 181 .000 .784 18
1 
.000 
Oum El Bouaghi 
University 
.206 65 .000 .852 65 .000 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and university (teachers’ data) 
 University Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement 
with 
English MOI 
Annaba University .359 48 .000 .713 48 .000 
Batna University .348 24 .000 .727 24 .000 
Oum El Bouaghi 
University 
.371 30 .000 .701 30 .000 
a. Lilliefors Significance Correction 
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Tests of Normality Agreement with EMI and age (students’ data) 
 Age Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement 
with English 
MOI 
18-24 .250 329 .000 .819 329 .000 
25-34 .316 38 .000 .746 38 .000 
35-44 .385 3 . .750 3 .000 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and age (teachers’ data) 
 Age Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement 
with English 
MOI 
24-29 .400 12 .000 .674 12 .000 
30-39 .354 26 .000 .722 26 .000 
40-49 .285 17 .001 .792 17 .002 
50+ .367 5 .026 .684 5 .006 
25-34 .473 5 .001 .552 5 .000 
35-44 .432 11 .000 .619 11 .000 
45-54 .289 13 .004 .772 13 .003 
55-64 .240 13 .039 .809 13 .009 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and Degree (students’ data) 
 What 
degree of 
study are 
you in 
Kolmogorov-
Smirnova 
Shapiro-Wilk 
 Statis
tic 
df Sig. Statisti
c 
df Sig. 
Agreemen
t with 
English 
MOI 
Bachelor .260 16
0 
.000 .823 160 .000 
Master .290 95 .000 .786 95 .000 
Doctoral .385 3 . .750 3 .000 
Doctor of 
Medicine 
.274 36 .000 .779 36 .000 
Doctor in 
Pharmac
y 
.283 75 .000 .795 75 .000 
a. Lilliefors Significance Correction 
b. Agreement with English MOI is constant when What degree of study are you in = Dentistry. It has been 
omitted. 
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Tests of Normality Agreement with EMI and educational level (teachers’ data) 
 Educational 
level 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement 
with English 
MOI 
Magister .301 29 .000 .767 29 .000 
Doctoral .346 67 .000 .723 67 .000 
other .392 6 .004 .701 6 .006 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and experience of teaching (teachers’ data) 
 Years of 
teaching 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Stati
stic 
df Sig. 
Agreement with 
English MOI 
1-3 .510 14 .000 .428 14 .000 
4-6 .356 9 .002 .655 9 .000 
7-10 .230 20 .007 .809 20 .001 
11+ .329 59 .000 .741 59 .000 
a. Lilliefors Significance Correction 
 
 
 
Tests of Normality Agreement with EMI and languages of answering (students’ data) 
 Standard 
Arabic  
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement with 
English MOI 
Yes Ticked .247 361 .000 .823 361 .000 
Not Ticked .298 9 .020 .752 9 .006 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and languages of answering (students’ data) 
 Darija  Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statistic df Sig. 
Agreement with 
English MOI 
Yes Ticked .224 10 .168 .838 10 .042 
Not Ticked .249 360 .000 .809 360 .000 
*. This is a lower bound of the true significance. 
a. Lilliefors Significance Correction 
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Tests of Normality Agreement with EMI and languages of answering (students’ data) 
 French  Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statisti
c 
df Sig. 
Agreement 
with English 
MOI 
Yes 
Ticked 
.250 71 .000 .790 71 .000 
Not 
Ticked 
.248 29
9 
.000 .816 29
9 
.000 
a. Lilliefors Significance Correction 
 
 
 
Tests of Normality Agreement with EMI and languages of answering (students’ data) 
 English  Kolmogorov-Smirnova Shapiro-Wilk 
 Statisti
c 
df Sig. Statistic df Sig
. 
Agreement with 
English MOI 
Yes Ticked .325 12 .001 .679 12 .00
1 
Not Ticked .248 35
8 
.000 .815 35
8 
.00
0 
a. Lilliefors Significance Correction 
 
Tests of Normality Agreement with EMI and languages of answering (teachers’ data) 
 S Arabic as the 
language of 
Answering 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statisti
c 
df Sig. 
Agreement 
with English 
MOI 
Yes Ticked .352 73 .000 .716 73 .000 
Not Ticked .300 29 .000 .768 29 .000 
a. Lilliefors Significance Correction 
 
Tests of Normality Agreement with EMI and languages of answering (teachers’ data) 
 French as 
the 
language of 
Answering 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statistic df Sig. Statisti
c 
df Sig. 
Agreement 
with English 
MOI 
Yes Ticked .254 30 .000 .793 30 .000 
Not Ticked .371 72 .000 .699 72 .000 
a. Lilliefors Significance Correction 
 
 
Tests of Normality Agreement with EMI and languages of answering (teachers’ data) 
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 English as 
the language 
of 
Answering 
Kolmogorov-Smirnova Shapiro-Wilk 
 Statisti
c 
df Sig. Statisti
c 
df Sig. 
Agreement 
with 
English 
MOI 
Yes Ticked .471 9 .000 .536 9 .000 
Not Ticked .324 93 .000 .746 93 .000 
a. Lilliefors Significance Correction 
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Appendix 38: Teachers’ preferred MOI and age: English as a preferred MOI 
Age * English as the preferred official MOI Crosstabulation 
 English as the preferred 
official MOI 
Total 
Yes Ticked Not 
Ticked 
Age 25-34 Count 7 0 7 
Expected Count 5.8 1.2 7.0 
% within Age 100.0% 0.0% 100.0% 
Adjusted Residual 1.3 -1.3  
35-44 Count 12 1 13 
Expected Count 10.8 2.2 13.0 
% within Age 92.3% 7.7% 100.0% 
Adjusted Residual 1.0 -1.0  
45-54 Count 16 2 18 
Expected Count 14.9 3.1 18.0 
% within Age 88.9% 11.1% 100.0% 
Adjusted Residual .8 -.8  
55-64 Count 9 6 15 
Expected Count 12.5 2.5 15.0 
    
% within Age 60.0% 40.0% 100.0% 
Adjusted Residual -2.8 2.8  
Total Count 44 9 53 
Expected Count 44.0 9.0 53.0 
% within Age 83.0% 17.0% 100.0% 
 
Chi-Square Tests 
 Value df Asymptotic Significance (2-
sided) 
Pearson Chi-Square 8.305a 3 .040 
Likelihood Ratio 8.493 3 .037 
Linear-by-Linear 
Association 
6.469 1 .011 
N of Valid Cases 53   
a. 4 cells (50.0%) have expected count less than 5. The minimum expected 
count is 1.19. 
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Appendix 39: Students’ preferred MOI (Standard Arabic) and current educational 
level 
Crosstab 
 Standard  Arabic  Total 
Yes 
Ticked 
Not 
Ticked 
Student
s’ 
degree  
Bachelor Count 75 98 173 
Expected Count 48.6 124.4 173.0 
% within Students’ 
degree 
43.4% 56.6% 100.0% 
Adjusted Residual 5.9 -5.9  
Master Count 22 92 114 
Expected Count 32.0 82.0 114.0 
% within Students’ 
degree 
19.3% 80.7% 100.0% 
Adjusted Residual -2.5 2.5  
Doctoral Count 0 3 3 
Expected Count .8 2.2 3.0 
% within Students’ 
degree 
0.0% 100.0% 100.0% 
Adjusted Residual -1.1 1.1  
Doctor of 
Medicine 
Count 6 30 36 
Expected Count 10.1 25.9 36.0 
% within Students’ 
degree 
16.7% 83.3% 100.0% 
Adjusted Residual -1.6 1.6  
Doctor in 
Pharmacy 
Count 10 65 75 
Expected Count 21.1 53.9 75.0 
% within Students’ 
degree 
13.3% 86.7% 100.0% 
Adjusted Residual -3.2 3.2  
Dentistry Count 0 1 1 
Expected Count .3 .7 1.0 
% within Students’ 
degree 
0.0% 100.0% 100.0% 
Adjusted Residual -.6 .6  
Total Count 113 289 402 
Expected Count 113.0 289.0 402.0 
% within Students’ 
degree 
28.1% 71.9% 100.0% 
 
 
Chi-Square Tests 
 Value df Asymptotic Significance (2-sided) 
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Pearson Chi-Square 36.271a 5 .000 
Likelihood Ratio 37.621 5 .000 
Linear-by-Linear 
Association 
22.771 1 .000 
N of Valid Cases 402   
a. 4 cells (33.3%) have expected count less than 5. The minimum expected count is .28. 
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Appendix 40: Students’ preferred MOI (English) and current educational level 
 
 
Chi-Square Tests 
Crosstab 
 English Total 
Yes 
Ticked 
Not 
Ticked 
Students’ degree  Bachelor Count 67 106 173 
Expected Count 86.9 86.1 173.0 
% within  Students’ 
degree 
38.7% 61.3% 100.0
% 
Adjusted Residual -4.0 4.0  
Master Count 62 52 114 
Expected Count 57.3 56.7 114.0 
% within  Students’ 
degree 
54.4% 45.6% 100.0
% 
Adjusted Residual 1.0 -1.0  
Doctoral Count 3 0 3 
Expected Count 1.5 1.5 3.0 
% within  Students’ 
degree 
100.0% 0.0% 100.0
% 
Adjusted Residual 1.7 -1.7  
Doctor of 
Medicine 
Count 24 12 36 
Expected Count 18.1 17.9 36.0 
% within  Students’ 
degree 
66.7% 33.3% 100.0
% 
Adjusted Residual 2.1 -2.1  
Doctor in 
Pharmacy 
Count 46 29 75 
Expected Count 37.7 37.3 75.0 
% within  Students’ 
degree 
61.3% 38.7% 100.0
% 
Adjusted Residual 2.1 -2.1  
Dentistry Count 0 1 1 
Expected Count .5 .5 1.0 
% within  Students’ 
degree 
0.0% 100.0% 100.0
% 
Adjusted Residual -1.0 1.0  
Total Count 202 200 402 
Expected Count 202.0 200.0 402.0 
% within  Students’ 
degree 
50.2% 49.8% 100.0
% 
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 Value df Asymptotic Significance (2-sided) 
Pearson Chi-Square 21.513a 5 .001 
Likelihood Ratio 23.246 5 .000 
Linear-by-Linear 
Association 
12.100 1 .001 
N of Valid Cases 402   
a. 4 cells (33.3%) have expected count less than 5. The minimum expected count is .50. 
Appendices 474 
 
Appendix 41: Teachers’ preferred MOI (Standard Arabic) and current educational 
level 
Educational level * Standard Arabic as the preferred official MOI Crosstabulation 
 Standard Arabic as the 
preferred official MOI 
Total 
Yes 
Ticked 
Not 
Ticked 
Educational 
level 
Magister Count 14 18 32 
Expected Count 8.2 23.8 32.0 
Adjusted Residual 2.8 -2.8  
Doctoral Count 15 59 74 
Expected Count 19.0 55.0 74.0 
Adjusted Residual -1.8 1.8  
other Count 0 7 7 
Expected Count 1.8 5.2 7.0 
Adjusted Residual -1.6 1.6  
Total Count 29 84 113 
Expected Count 29.0 84.0 113.0 
 
 
Chi-Square Tests 
 Value df Asymptotic 
Significance (2-sided) 
Pearson Chi-Square 9.032a 2 .011 
Likelihood Ratio 10.238 2 .006 
Linear-by-Linear 
Association 
8.929 1 .003 
N of Valid Cases 113   
a. 1 cells (16.7%) have expected count less than 5. The minimum 
expected count is 1.80. 
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Appendix 42: Students’ preferred MOI (Standard Arabic) and University 
University * S Arabic as the preferred official MOI Crosstabulation 
 Standard Arabic  Total 
Yes 
Ticked 
Not 
Ticked 
Universit
y 
Annaba 
University 
Count 37 95 132 
% within University 28.0% 72.0% 100.0% 
Adjusted Residual -.1 .1  
Batna University Count 41 142 183 
% within University 22.4% 77.6% 100.0% 
Adjusted Residual -2.4 2.4  
Oum El Bouaghi 
University 
Count 37 54 91 
% within University 40.7% 59.3% 100.0% 
Adjusted Residual 3.0 -3.0  
Total Count 115 291 406 
% within University 28.3% 71.7% 100.0% 
 
 
Chi-Square Tests 
 Value df Asymptotic Significance (2-sided) 
Pearson Chi-Square 9.985a 2 .007 
Likelihood Ratio 9.673 2 .008 
Linear-by-Linear 
Association 
3.028 1 .082 
N of Valid Cases 406   
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 
25.78. 
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Appendix 43: Students’ preferred MOI (English) and University 
University * English as the preferred official MOI Crosstabulation 
 English as the preferred 
official MOI 
Total 
Yes Ticked Not Ticked 
University Annaba 
University 
Count 64 68 132 
Expected 
Count 
66.3 65.7 132.0 
% within 
University 
48.5% 51.5% 100.0% 
Adjusted 
Residual 
-.5 .5  
Batna University Count 111 72 183 
Expected 
Count 
92.0 91.0 183.0 
% within 
University 
60.7% 39.3% 100.0% 
Adjusted 
Residual 
3.8 -3.8  
Oum El Bouaghi 
University 
Count 29 62 91 
Expected 
Count 
45.7 45.3 91.0 
% within 
University 
31.9% 68.1% 100.0% 
Adjusted 
Residual 
-4.0 4.0  
Total Count 204 202 406 
Expected 
Count 
204.0 202.0 406.0 
% within 
University 
50.2% 49.8% 100.0% 
 
 
Chi-Square Tests 
 Value df Asymptotic Significance (2-sided) 
Pearson Chi-Square 20.390
a 
2 .000 
Likelihood Ratio 20.731 2 .000 
Linear-by-Linear 
Association 
3.780 1 .052 
N of Valid Cases 406   
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 45.28. 
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